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The problem. Drake University placement officers do 
not know with any degree of certainty whether or not students 
selected for the Transi tional Services Program can earn a 
first-semester 2.0 grade point average (CPA), which is a re­
quirement for their admission to the University. The currently­
used ACT-prediction method (a computation providetl by American 
College Testing Sen,rice using the student r s high school CPA, 
ACT or SAT score, and a correction factor for the specific 
university) does not use scores of Time-Competence or Inner­
Directedness scales from the Personal Orientation Inventory 
(POI) as indices of academic success. Yet, the implication 
is that a relationship exists between these variables and aca­
demic success or failure. 
The problem, then, was to determine whether POI scale 
pre-test scores could more accurately be used as predictors 
of first semester CPA's than is the ACT-prediction method. 
The second problem was to investigate the existence and degree 
of relationship between the POI major scale post-test scores, 
compared separately (a standardized measure of self­
actualization) and actual CPA (evidence of behavior associated 
with self-actualization). 
Procedure. In the fall of 1973, 102 students were en­
rolled in the Transi tional Services Program (TSP), a special­
help program provided for students whose high school grades, 
ACT or SAT scores and/or class rank or a combination of these, 
prevents their admission to Drake. The TSP provides and re­
quires participation in both a speed reading and study skills 
course, English I, other courses to total 10 hours or more, 
and regular individual counseling. At the end of the first 
semester, the student must have earned a 2.0 GPA to gain ad­
mission to the University. 
The sample consisted of 102 students currently enrolled 
in the TSP. Data were compiled from three sources--POI pre­
and post-tests (given at the beginning and at the end of the 
semester), the ACT-predicted GPA (computed prior to the be­
ginning of the semester), and the actual GPA (computed at the 
end of the semester). Pearson Produc t-Homent correlations were 
calculated for the total group and for each sex between: 
1.	 ACT-predicted CPA and actual GPA. 
2.	 Pre-test scores on each major- and sub-scale of the 
POI and actual GPA. 
3. Post-test scores on each major scale of the POI and 
actual GPA. 
Comparison was then made between the magnitude of the error 
of prediction using POI scale pre-test scores, the ACT­
prediction method error ot prediction, and the standard devia­
tion of' the actual GPA's to determine which was the smallest, 
and thus, was the best predictor. 
Findings. Compared to the ACT-method, neither of the 
POI major scales was a better predictor of' first semester GPA. 
One correlation reached significance (p < .05) for males 
(Synergy, r=.26955) and one for females (Self-Regard, 
r= -.33354). For males, the ACT-predicted GPA had the higher 
correlation with actual GPA (r=.45170). For females, the sub­
scale, Self-Regard, was a better predictor than was the ACT­
prediction method, which did not reach a significant level 
(r=.09415)· 
Conclusions. The Self-Regard sub-scale could be tried 
as a potentially better predictor for TSP females. The POI 
major scales are without value for predictive purposes in the 
TSP. No claim can be made that self-actualization as measured 
by the POI is related to GPA. No given set of variables can 
be used for prediction for both sexes. Though the ACT­
prediction method had the highest correlation with GPA, a high 
level of confidence in it as a predictor can not be justified. 
Thus a continued search using different variables is indicated. 
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CHAPTER I 
INTRODUCTION 
Though the societal prescription for success in the 
adult world may have altered somewhat in very recent years. 
a college education for one's children continues to be the 
aspiration of the majority of American parents.! As families 
progress upward in the business, social, and financial worlds 
there is a commensurate but subtle requirement of the off­
spring to enroll and succeed in college. 2 Parental success 
and college for the children have become a natural dyad. 
This increase in emphasis on higher education is pleasing to 
the educator, aspiring parent, and achieving student. But, 
what about the underachieving, undermotivated, or otherwise 
marginal student? The familiar "success breeds success" is 
gratifying to the achiever but an indictment to the student 
who has found school to be difficult, uninspiring, or other­
wise minimally rewarding. 
The university community, in spite of the academic 
demands inherent in it, offers a new setting, a new freedom, 
i R• W. Pitcher and B. Blaushild, Why College Students 
Fail (New York: Funk & Wagnalls, 1970), p. 5. 
2Ibid., p. 138. 
I 
2 
which may be an overwhelmingly pleasant but lethal gift in 
the hands of the unprepared student.! 
Many studies have been conducted to determine which 
distractions, personal associations, skill deficiencies, 
familial aberrations, or personal limitations contribute to 
collegiate academic demise. 2 None has provided an exhaustive 
list of liabilities. Conversely, studies to isolate a reli­
able predictor of success are legion, but they, too, have 
failed to provide accurate, consistent prediction of college 
3success. 
Current economic trends, societal indecision as to the 
wisdom of a college education for everyone, and other factors 
have reduced enrollments and consequently have forced uni­
versity planners to provide help to the incoming freshmen who 
would not previously have been considered for admittance. 
And, once admitted, for economic and empathic reasons. col­
lege personnel are not content to let these students fail-
out. 
Transitional Services Program (hereafter referred to 
l John Levy and Ruth Munroe. "The Adolescent and His 
Happy Family, II The Adolescent, A Book of Readings, edt J. M. 
Seidman (New Yorkl Holt, Rinehart & Winstqn. 1960), p. 392. 
2L • L. Bair~. "Predictions of Accomplishments in 601­
legel A StUdy of Achievement,·11 Journal of Counseling 
Psycholog~, (1970), 246-253. 
3Ibid • 
3 
as TSP) is a program designed by Drake University personnel 
to offer an opportunity for college enrollment to students 
who because of low high school class rank, low high school 
grade point average (GPA), low ACT or SAT scores, or a com­
bination of these would otherwise be denied this privilege. 
Courses in speed reading, study skills, English I (which in­
cludes weekly conferences with the instructor), one or two 
electives, and regularly scheduled weekly or bi-weekly coun­
seling conferences are all part of the program. At the end 
of the first semester or summer session, a student must have 
earned a 2.0 GPA to achieve admittance to Drake University. 
Of a total of 236 students, 201 (85 percent) have been admitted, 
since the program's inception in 1969. 
While no truly reliable method has been used for iden­
tifying those students most apt to have academic success 
(2.0 GPA), according to Baird, past achievement is the best 
predictor of future achievement. 1 American College Testing 
Service develops a predicted college GPA (hereafter referred 
to as the ACT-predicted CPA) using a computation from the 
student's high school grade point average, ACT or SAT com­
posite, and a correction factor for the specific university. 
This method, however, has failed to provide an accurate pre­
dictor of a student's academic performance in the TSP. 
lBaird, loco cit; Pitcher and Blaushild, Opt cit., p.
24. 
4 
Kathryn Jennings, a graduate student in Drake's 
College of Business, completed a study of the 1972 TSP stu­
dents' predicted and actual GPA's which depicts the discrep­
ancies of the predicted and actual GPA. Following are her 
findingss 
J:L Mean 
Students in the TSP 101 
Predicted GPA for the totai 
number 1.29 
Predicted GPA for males 71 1.21 
Predicted GPA for females 30 1.48 
Actual GPA for total number lOl 2·33 
Actual GPA for males 71 2.27 
Actual GPA for females 30 2.481 
Eighty-five percent of all of the students in TSP 
(236 in total) have earned a 2.0 GPA despite the fact that 
their ACT-predicted GPA's have been below a 2.0 GPA. Thus, 
the concern is to find a more accurate predictor. 
RATIONALE FOR THE STUDY 
Drake University placement officers do not know with 
any degree of certainty whether or not students selected for 
TSP can earn a 2.0 GPA the first semester. They do not wish 
1Kathryn Jennings, "An Analysis of the Academic Per­
formance of the Summer and Fall, 1973, Transitional Services 
Program" (unpublished undergraduate report made at Drake 
University, Des Moines, Iowa, 197)). 
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to place students in another situation in which they are apt 
to fail. The use of standardized predictive indices other 
than are currently used (ACT-prediction method) could aid 
admissions officers in their selection and placement of 
students in the TSP who would be most apt to succeed. 
The currently used ACT-prediction method does not use 
scores of Time-Competence or Inner-Directedness. scales from 
the Personal Orientation Inventory (hereafter referred to as 
the POI) as indices of academic success. Yet Pitcher and 
Blaushild have implied that a relationship exists between 
Time-Competence and/or Inner-Directedness and a student's 
predisposition for academic success or failure. 1 
PURPOSE OF THE STUDY 
The purpose of this study was to investigate whether 
or not a significant relationship exists between POI Time­
Competence and/or Inner-Directedness scale scores at the 
beginning or the end of the first semester and actual GPA's, 
or both. 
STATEMENT OF THE PROBLEM 
The problem, then, was to determine whether POI scale 
pre-test scores could more accurately be used as predictors 
of first semester GPA's than the ACT-prediction method. 
IPitcher and Blaushild, Opt cit., p. 5. 
6 
The second problem was to investigate the existence 
and degree of relatedness between either of the POI. major 
scale post-test scores (a standardized measure of self­
actualization), and actual GP! (evidence of behavior 
associated with self-actualization). 
NULL HYPOTHESES 
Four null hypotheses were generated for examining the 
possible utility of the POI major scale scores. Two of 
these concern the predictive value of the POI major scale 
scores of Time-Competence and Inner-Directedness for students' 
first semester GPA·s. The other two examine the relatedness 
between grades earned and post-test scores of Time­
Competence and Inner-Directedness. 
1. The relationship between the POI Time-Competence 
major scale pre-test score and actual GPA,is not higher than 
the relationship between the ACT-predicted and actual GPA. 
2. The relationship between the POI Inner-Directedness 
major scale pre-test score and actual GPA is not higher than 
the relationship between the ACT-predicted and actual GPA. 
3. There is no significant relationship between post­
test scores of the POI Time-Competence scale and actual GPA's. 
4. There is no significant relationship between post­
test scores of the Inner-Directedness scale and actual GPA's. 
7 
LIMITATION OF THE STUDY 
Although many spe~ial-help programs (such as TSP) 
exist on college and university campuses across the nation. 
each has been developed to meet the needs of the students at 
a particular setting. Additionally. each year the group of 
TSP students can be expected to possess a slightly different 
collection of characteristics. Therefore. gross generaliza­
tions from the results of this study should be avoided. 
DEFINITIONS 
. Time-Comnetence 
The time competent person lives in the "here-and-now." 
appreciating both the past and future and relating them to 
the present. He is relatively freer from guilts, regrets, 
and resentments from the past than is the non-self­

l
actualizing person. 
An adolescent's ability to anticipate the future (to 
imagine what will happen in it) and to plan for it manifests 
itself in the form of career plans and shows a realistic 
appreciation of past accomplishments and present activities. 
which engender goals for the future. 2 The widening of life 
lE. L. Shostrum, Manual, Personal Orientation Inven­
to6*(San Diego: Educational and Industrial Testing Service, 19 ), p. 5. 
2A• T. Jersild. The Psychology of Adolescence (London: 
Macmillan Co., 1963), p. 8. 
8 
. space into unknown regions concerns not only geographic and 
social surroundings but also the time dimension. All people 
are influenced by the manner in which they perceive the 
future and relate it to present activities and earlier ex­
periences. Fundamental to development is the degree to 
which one can plan and discipline self to structure the time 
perspective for the achievement of realistic id~al goals or
 
values.! Anticipation of gratification renders acceptable
 
to the student his present denial of gratification. 2
 
Inner-Directedness 
One component of self-actualization is the degree to 
which one responds to internalized principles and motivations.) 
As Maslow has statedl tiThe person, insofar as he is a real 
person, is his own main determinant. Every person is, in 
part, 'his own project' and makes himself. ,,4 A person who is 
inner-directed responds primarily to his own values, needs, 
1Kurt Lewin, "The Field Theory Approach to
 
Adolescence," Ope cit., p. 38.
 
2pitcher and Blaushild, loco cit. 
J1bid ., p. )2; J. W. Lieb and W. IT. Snyder, "Effects
 
of Group Discussions on Underachievement and Self­

Actualization,lI Journal of Counseling Psychology, XIV (1967),
 
282-285·
 
New 
(Princeton, 
9 
and feelings. The greatest control of his behavior comes 
from within. 
Shostrum describes the	 inner-directed person as one 
who 
••• appears to have incorporated a psychic 'gyro­
scope' which is started by parental influences and 
later on is further influenced by other authority
figures. The inner-directed man goes through life 
apparently independent, but still obeying this in­
ternal piloting. The source of inner-direction 
seems to be implanted early in life and the direc­
tion is guided by a small number of principles. The 
source of direction for the individual is inner in 
the sense that he is guided by internal motivations 
rather than external influences. This source of 
direction becomes generalized aStan inner core of 
principles and character traits. 
Ten measurable characteristics of inner-directedness 
2 
are as follows. 
Self-actualization	 Holds values of self­
actualizing people 
Existentiality	 Flexible in application 
of values 
Feeling Reactivity	 Sensitive to own needs and 
values 
Spontaneity	 Expresses feelings 
behaviorally 
Self-regard	 Has high self-worth 
Self-acceptance	 Accepting of self in 
spite of weaknesses 
Na ture 0 f fl:an, Sees man as essentially 
Constructive good 
lShostrom, op. cit., p. 17. 
2 bOd" 011 ., p. 1 • 
10 
Synergy	 Sees opposites of life 
as meaningfully related 
Acceptance of	 Accepts feelings of anger
Aggression	 or aggression 
Capacity for	 Has warm interpersonal
Intimate Contact	 relationships 
other-Directedness 
other-directedness. at the opposite end of the con­
tinuum. primarily reflects the influence of friends and other 
external forces to which the person responds. 
Pitcher and Blaushild have identified some of the var­
iables which may lead to academic failure and which suggest 
a high level of other-directedness& 
1.	 Dependence on external stimulation for motivation 
for completing educational tasks. 
2.	 The 'You teach it to me' instead of the 'I have to 
learn it' attitude. 
J. Excessive need for	 peer approval and acceptance. 1 
The	 person who is other-directed lacks confidence in 
his	 own judgment of what is best for him. 
The other-directed person appears to have been 
motivated to develop a radar system to receive sig­
nals from a far wider circle than just parents. The 
boundary between the familial authority and other 
external authorities breaks down. The primary con­
trol feeling tends to be fear or anxiety of the fluc­
tuating voices of school authorities or the peer group. 
There is a danger that the other-directed person may
become over-sensitive to 'others' opinions in matters 
of external conformity. Approval of others becomes for 
him the highest goal. Thus. all power is invested in 
1Pitcher and Blaushild o op. cit., pp. 94-10). 
11
 
the actual or imaginary, approving group. Manipu­
lation in the form of pleasing others and insuring 
constant acceptance, becomes his primary method of 
relating. Thus, it can be seen that the original 
feeling of fear can be transformed into an obsessive, 
insatiable need for affection or reassurance of being 
loved. 1 
§elf-Actualization 
The person who is at the optimum level of self­
actualization is between the extreme inner-directed and other-
directed person and is less dependency- or deficiency-oriented 
than either of the extremes. He is autonomously self-directed, 
yet he is other-directed to the degree that he is sensitive 
to others' approval, affection, and gOOd-will. 2 By contrast, 
the underachiever has been found to have a low self-concept. 3 
It thus follows that he may have doubts concerning his abil­
ity to be self-directed will seek direction from others tot 
a greater extent than does the achieving student, and con­
sequently be less self-actualizing. 
A self-actualizing person also possesses a level of 
time-competence which allows him to make productive use of 
the present by effectively utilizing past experiences in 
terms of achieving his future goals. 
lShostrum, Opt cit., p. 17. 
2Ibider Pitcher and Blaushild Opt cit., pp. 37 & 83.t 
JBernard Borislow, "Self-Evaluation and Academic 
Achievement." Underachievement, ed. Milton Kornrich (:.:;pring­
field. 111.1 Charles C. Thomas, 1965), p. 35. 
12 
For purposes of this study only, self-actualization 
is defined as a state in which one posses·ses a normal level 
(40-60 T-score) of Time-Competence (TO) and Inner­
Directedness (ID). 
Underachiever 
In this study the academic underachiever is defined 
as any student who does not earn a GPA at a level commensurate 
with his academic performance on achievement tests and/or 
scholastic aptitude testsl whose GPA, achievement test scores, 
and/or scholastic aptitude test scores are incongruous (with 
the GPA being the lowest), or whose failure to achieve a 2.0 
GPA does not result from a measured incapacity to achieve. 
Self-Concept 
Self-concept refers to the "picture" one has of him­
self and is "painted" by m-eans of feedback from his environ­
ments. Fine describes a person with a good self-concept (has 
realistic self-regard) as one who resembles Maslow·s self­
actualizing person (as purportedly measured by Shostrum's 
POI), a healthy individual accepting himself and his behavior 
not smugly but realistically.1 Conversely, a person with a 
poor self-concept has an unrealistically low regard for self, 
and a relative difficulty accepting himself. 
1Benjamin Fine, Underachievers (New York: E. P. 
Dutton and Co., Inc., 1967), p. 52. 
13 
Highly-Motivated Student 
For purposes of this study a highly motivated student 
is defined as one who perceives his chances of success 
optimistically and desires that success (goal) sufficiently 
to utilize his own resources toward that end. 
~OW-Motivated Student 
A low-motivated student is one who perceives his 
chances of success pessimistically thus failing to make the 
effort to succeed. 
CHAPTER II 
REVIEv~ OF LITERATURE 
INTRODUCTION 
Students in the Transitional Services Program are 
either those placed in TSP by admissions officers who believe 
that these students have performed in high school at various 
degrees of underachievement or those whose ACT-predicted 
first semester college GPA are less than a 2.0 but who never­
theless apply for admittance to Drake University. One may 
assume the student thus feels that he can succeed (2.0 GPA 
or above) else he would not even apply. 
Upon their enrollment at Drake University,. students in 
the TSP are considered to have been underachievers. Evidence 
of this underachievement is based upon their relatively low 
high school grades, class rank, and/or ACT or SAT scores. 
Yet, the majority (85 percent) of them have earned a 2.0 GPA 
or above. This would suggest that their achievement records 
were below their capacities. Hence, the rubric Ilunder­
achiever" is used. 
15 
THE UNDERACHIEVER 
Since TSP students come to the program as under­
achievers, a survey of literature has been made describing 
underachievement from etiology to effects in order to facili­
tate understanding and increase the effectiveness of its 
amelioration. 
There has been a plethora of studies made and articles 
written concerning the academic underachiever. There are 
copious lists of the underachiever's personality needs, 
characteristics, work habits, social attitudes. familial pat­
terns of interaction. socio-economic level. parental occupa­
tions and education. 1 
Following is a condensed report of a survey of re­
search in academic underachievement. The report contains 
contradictions. some of which are undoubtedly due to dif­
ferent research designs and researcher biases. 2 
l J • C. GO'Nan, "Factors of Achievement in Hieh School 
and College,t1 Journal of Counseling Psychology. VII (1960). 
91-95· 
2C. Gary Gebhart and Donald P. Hoyt, "Personality 
Needs of Under- and Over~Acl1ieving freshmen." Journal of 
Applied Psychology, XLII, 2 (1958). 125-128. 
16 
CHARACTERISTICS OF THE UNDERACHIEVER 
Self-Concept 
Academic underachievement has been found to be related 
to a deflated self concept. 1 
In a study at New York University, using the Guilford­
Zimmerman Temperament Survey and American Council on Educa­
tion Psychological Examination on 100 achieving or non­
achieving sophomore students, stevens found that the achievers 
showed a much greater degree of self-acceptance than did the 
non-achievers. 2 with the use of personality inventories, 
projective tests, and autobiographical data, Fink found that 
achieving boys also had adequate ratings of self-acceptance. 3 
Achievement is a more commonly-used yardstick for self­
approval than is ability.4 In other words, the "I can do" 
lpeter H. stevens, "An Investigation of the Relation­
ship Between Certain Aspects of Self-Concept Behavior and 
Students' Academic Achievement," Dissertation Abstracts, XVI 
(1956),2531-2. 
2Ibid ., p. 2532. 
3%artin B. Fink, "Self·Concept as it Relates to Aca­
demic Achievement," California Journal of Educational P~ycho1­
Qgy, (1962), 1J, 57-62, as cited by Jane Beasley Raph, Bright 
Achievers (New York: Teachers College Press, 1966), p. 37;
'S'ee alcoMartin B. Fink, "Objectification of Data Used in 
Underachievernent-Self Concept Study, II Underachievement, ed. 
Milton Kornrich (Springfield, Ill., Charles C. Thomas, 1965), 
p. 85. 
4Fin},;:, "Self-Concept as it Relates to Academic Achieve­
ment," Ope cit., p. l1J. 
17 
becomes, for the underachiever, the It! am."l 
The underachiever does not like himself,aI;ld tends to 
be depressed in his attitude toward self. His perceived 
academic inferiority and passivity may even reach the point 
at which he deliberately fails. He tends to lack confidence 
and to over-rate others. 2 
Wi th the aid of the California Personali~y Scale, _: 
Fink found a college-freshman sample of underachievers to 
regard themselves as basically evil. They were poorly con­
trolled, saw themselves socially alienated, and felt un­
happy and misunderstood.) 
Horney has hypothesized an "idealized image" which is 
always extremely flattering to the self and which may in­
clude some wished-for characteristics rather than realistic 
ones, though the potential for such may indeed be there. 
Underachievers especially tend to cherish the image, yet 
fail to work to achieve it. 4 
l Fink , "Self-Concept as it Relates to Academic 
Achievement,lI Opt cit., p. 182. 
2Ronald G. Taylor, "Personality Traits and Discrepant 
-Achievement, A Review," Journal of Counseling psychology, XI, 
1 (1964), 78. 
3Fink , "Objectification of Data," Ope cit., p. 84. 
4Karen Horney, 
Norton, 1945), p. lb. Our Inner Conflicts (New Yorks W. W. 
18 
Berger has suggested that the underachiever 
••• must avoid situations in which he would not be 
admired or recognized. He must avoid tasks that he 
is not certain-to master. He may even develop an 
intense aversion to effort of any kind. To him. the 
gifted one, the mere vision of a picture he might 
paint is already the master painting. Any mediocre 
person can get somewhere by hard work; for him to 
apply himself like any Tom, Dick and Harry would be 
an admission that he i~ not the mastermind, and so 
humiliating. Since nothing can actually be achieved 
without work, he defeats by his attitude the very 
ends he is driven to attain. And the gap be~reen 
his idealized image and his real self widens. 
There is a decided discrepancy between what he knows he can 
2do and what he does. He may have both a grandiose image of 
self and a poor one at the same time. 3 
The underachiever's self concept is generally lower 
than that of his achieving peers, but not so low that he 
gives up. He does not often fail completely, but rather 
4
achieves at a barely minimal level.
In a study of ~venty female achievers and twenty male 
achievers compared to nineteen male and twenty-seven female 
underachieving senior high school students, Shaw used the 
lEmmanuel Berger, "Willingness to Accept Limitations 
and Callege Success," Kornrich, op. cit., p. 16. 
2C• Burleigh Wellington and Jean Wellington. The 
Underachiever; Challenges and Guidelines (Chicagol Rand 
McNally Curriculum Series, n.d.), p. 37. 
3Fine , Underachievers (New Yorkr E. P. Dutton and Co., 
Inc., 1967), p. 52. 
4Wellington, Ope cit., p. 35. 
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Sarbin Adjective Checklist to ascertain differences in self-
concept. Male underachievers showed more negative feelings 
about themselves than did their achieving counterparts. where­
as female underachievers tended to show ambivalent feelings 
toward themselves compared to their achieving counterparts.1 
The underachiever often builds his self-concept as he 
perceives his family's feelings toward him. If there is 
discrepancy in results of studies of the underachiever's 
self-concept. it pales in comparison to the variance found 
in studies concerning his familial milieu. If one can be 
permitted to generalize the preponderant findings. under­
achievers come from families the parents of which are in the 
middle (upward) socia-economic class, that fathers are more 
apt to be in professions or business, and that one-third or 
2 
more of the fathers have education beyond high school. 
Fewer homes provide supportive environments--are domineering 
or overrestrictive. Parents of underachievers tend to use 
more severe and less effective punishment, tend to push their 
children more, or have fewer demands of academic achievement. 
Fathers are often extremely dominant. Family tension and 
lj1rerville C. Shaw I et ale I "The Self-Concept of Under­
achieving High School Students as Revealed by an Adjective 
Checklist, II Personnel a.nd Guidance Journal, XXXIX (November, 
1960), 193-196. 
2Raph, op. cit., pp. 47-50; Wellington, Ope cit., p.
46. 
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parental disagreement are at a higher level.! 
There is greater emphasis on ability possessed than 
2 
use made of it. Fine has pointed out that. 
Independence and "rights" are stressed by parents 
as opposed to responsibility for quality work. 
In other words, the underachieving child may be 
taught to doJthings "by himself" but not to do 
things well. 
. 
In a study of 48 high school boys with intelligence 
~. 
levels of 120 IQ or above (achievers and underachievers), 
Morrow and Wilson used sixteen self-report Family Relations 
Scales to ascertain the students' family relations as seen 
by the boys themselves. Results showed that families of 
achievers shared more activities, ideas, and confidences. 
There was more support, trust, affection, low-key encour­
agement for academic achievement, and less conflict over 
4parental standards. 
Shaw has written: 
1William R. Morrow and Robert C. Wilson, "Family 
Relations of Bright High-Achieving and Underachieving High 
School Boys," Underachievement, Kornrich, Opt cit., p. 188; 
see also Raph, Opt cit., p. 58. 
2Barbara K. Sutherland, "Case Studies in Educational 
Failure During Adolescence,lI Kornrich, Opt cit., p. 382. 
3 . . tF1ne, Opt C1., p. 57· 
4Morrow and Wilson, Opt cit., p. 198; Raph, Opt cit., 
p. 52. 
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It would appear that achievers generally are ex­
pected to be more adult-like at an earlier age than 
are underachievers. It appears that they have, at 
a much earlier age, had a great deal more expected 
of them. Their paren~s have been confident of their 
ability to live up to their expectations, while the 
parents of underachievers have not really been sure 
what their children were capable of doing. The 
achievers appear to have had a great deal of parental 
support in spite of the heavy demands placed upon 
them, while underachievers are to a much ~reater 
extent expected to stand up for themselve~. Male 
underachievers particUlarly are expected to show 
masculine traits at an early age. There is a gen­
eral tendency among the parents of achievers to have 
a more positive view of their children than there 
is among the parents of underachievers. 
In addition to generally negative attitudes to­
wards education which are apparent among the parents 
of underachievers, partiCUlarly among the fathers, we 
can see that they also have negative attitudes to­
wards teachers specifically. In spite of both their 
generally negative and specifically negative attitudes, 
the parents of underachievers still profess to want 
these children to attend college. This would appear 
to be the response influenced mainly by social expec­
tations rather than by their real views on the matter. 
Certainly we see in the fact that most of them expect 
that their children will attend college an inability 
to face reality with regard to the education of their 
children. 
It is obvious from the results of this study that 
parental attitudes can playa very important role in 
the level of academic achievement aspired to by their 
children. Certainly the parents of achievers are more 
ego involved not only in the education of their 
children, but in all of their activities. There 
exists between the parents and children of the under­
achieving group a l~rge emotional gap which may be 
either neutral or nea::ative in nature. The lacl{ of 
supervision, lack oi-interest, uncertainty with regard 
to how to raise their children or what to expect of 
them and the relatively lower levels of aspiration 
which parents of underachievers have for them all 
appear to contribute to whrt may be considered an 
underachievement syndrome. 
l Fine , Opt cit •• pp. 62-63. 
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An apparent parental disapproval of the underachiever 
exists, even outright dislike. Conversely the underachiever 
may be sUbjected to oversolicitousness, overanxiety, overpro­
tection, and various inconsistencies. 1 Indeed, it would 
appear that the underachiever's parents are accused of too 
much or too little of just about anything. 
Time-ComDetence
- ' 
A salient characteristic which is possessed in varying 
degrees by achieving and underachieving students is their 
concept of and appreciation for the time continuum. 2 It is 
important to know the degree of time competence which identi­
fies one who will achieve in the college setting (TSP in this 
case) from one who will not. The above statements provide 
the rationale for its consideration as an identifying char­
acteristic of the underachiever/achiever. 
Underachievers fail to see the present in terms of how 
it can be used for the accomplishment of tasks for the future. J 
Underachievers are not planners who rise in the morning to 
write themselves a schedule, demanding of themselves certain 
things accomplished each hour of the day. 
l Raph , Opt cit., p. 52. 
2An:thony Davids and Jack Sidman~ "Impulsivity, Time 
Orientation, and Delayed Gratification in Future scientists 
and in Underachieving High School Students," ~xceptional 
Children. XXIX (September-fi;ay, 1962), 174. 
Jwellington, Opt cit., p. 32. 
In the pocket. or at least in the mind, of the high 
achiever there is a schedule of every waking hour: 
school time. study time. (perhaps) self-improvement 
time of easier days for either special study or body 
building, mealtime--and often no time for relaxa­
tion. The underachiever who came upon such a 
schedule would probably ridicule it as a horrible 
waste. 
Justifiable indignation may well ensue at the com­
parison of the underachiever to the youthful imprisoned de­
linquent. Yet a commonality may be identified in their com­
parability of dereliction of responsibility. A study of 
sixty youthful inmates was conducted at the Tallahassee 
Federal Correction Institution using the Ross Time Reference 
Inventory. a questionnaire which samples the sUbjects' affec­
tive response to time continua. The popular stereotype of 
the delinquent as one who is almost exclusively oriented to­
ward the present is false. Rather. in this study their pri­
mary focus was on the future. a secondary focus on the past. 
2
and only token interest in the present. 
Developmental level affects time orientation. Younger 
adolescents, according to Cottle, Howard and Pleck of Harvard 
University, exhibit less realistic attitudes toward time; how 
the past and future are related meaningfully to the present. 
This sense of how past, present, and future are related is 
L, 11' t . twe lngon, op- C1 ., p. )2. 
2Edwin I. Megaree, A. Cooper Price, Richard Frohwirth, 
and Robert Levine, '''rime Orientation of Youthful Prison In­
mates," Joun;:}l of Counsel.ing;Pf)ycholog~r, XVII (1970). 8-14. 
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essential for development of the ability to delay gratifica­
. tion. 1 
2According to Klineberg the child who is development­
ally at the age of eleven or twelve has developed "concrete 
operations" which become the means for structuring immediate­
ly present reality. 
Young adolescents have a poorly defined attitude to­
ward time and especially about the future. They show less 
concern with knowledge of historical time than older adoles­
cents. They do not fUlly appreciate the effect of the past 
on the shaping of present and future events. 
In a study done by Cottle, Howard, and Pleck at Har­
vard University it was revealed that the transition from 
early to later adolescence includes a veering from an orienta­
tion of recall to one of expectation in combination with a 
sense of relatedness of the past, present, and future.) How­
ever, it may be ill-advised to assume that late adolescence, 
when many persons are freshmen in college, always brings this 
sense of relatedness. 
It is important to remember that although children and 
lThomas J. Cottle, Peter Howard. and Joseph Pleck,
 
IIAdolescent Perceotions of Timel The Effect of Ae€, Sex and
 
Social Class," lTo~rn81 of 'per8onality, XXXVII (1969). 636.
 
2stephen L. Klineberg,"Changes in Outlook on the 
Future Between Childhood and Adolescence," Journal of Person­
ality gnd Social Behavior, VII. 2, 185-193. 
3Cottle, Howard and Pleck, Opt cit. t pp. 636-650. 
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adolescents mature developmentally, they also mature at their 
1 
own rates. If children and adolescents develop at differ­
ent rates they should be expected to gain and refine their 
appreciation for time at different rates. and thus indeed 
some adolescents may have a retarded development of this 
appreciation. 
According to Heckhausen, "achievement-related	 experi­
2 
ence structures time almost more than anything e1se ... 
Above all it is directed toward the future, fosters 
longer time spans, connects moments in time, and 
puts the successions of time periods in order. It 
also turns back to past incidents, as for instance, 
to affective states, resulting from success and 
failure which typically characterize the after­
period of a course of action. The course of action 
itself shows a pronounced future time perspective. 
Goal setting insofar as they are reality-oriented. 3 
are based on a putting together of past and future. 
Students in the Transitional Services Program also 
vary in degrees of appreciation for time. The question is 
whether time competence is indeed a variable the level of 
which distinguishes between achievers (2.0 CPA) and under­
achievers. 
As Shostrum suggested. the self-actualizing (and 
lArthur F. Jersild, The Psychology of Adolescence 
(Londont Kacmillan Co •• 19~3}. p. 71. 
2Heinz Heckhausen, 'l'he Anatomy of Achievement MotJva­
tim1 (New Yorks Academic Press. 1967). p. 4'1. 
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achieving) person has a solid "fix" on time. He sees each 
temporal segment with insightful perspective.! 
Motivation. The motivating characteristics of time 
assessment attitudes would more succinctly be called, from a 
phenomenological position, an expectation in terms of time 
perspective. That is, the expectation is that one will or 
will not carry his present state into a more excellent state 
in the future. Again, phenomenologically, perception and 
performance are stimulated and directed by a perceived tem­
poral discrepancy between what is (present) and what can be 
(future). Motivation (in this case for scholastic achieve­
ment) is intricately involved with time-perspective experi­
ences and affective expectations. The time continuum and 
structure is viewed as dependent upon achievement experience, 
and motive is oriented toward hope (of success) or fear (of 
failure) .2 
Heckhausen found that highly motivated Ss (subjects) 
make stories, using figures in the TAT, with longer periods 
of total time perspective and that lie further in the future 
lEverett L. Shostrum, Manual, Personal Orientation 
Inventory (San Diego: Educational and Industrial Testing 
Service, 1966), p. 19. 
2Heckhausen, Opt cit., p. 42; also Klineberg, op. 
cit., p. 186. 
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than do low-motivated Ss.l Time structure of action is also 
included. Good students were better able to link sequential 
st.ages in time perspective into a. single unit. Though good 
students showed more expectant and optimistic feelings for 
the future than did poor students. there was no correlation 
between intelligence and future-orientation. 2 
Green and Knapp found that highly motivated Ss saw 
time spans which extended equally into the past and future 
as being more closely tied to the present; that the entire 
·range of time had more clearly defined parameters than was 
the case for those Ss with low motivation.) 
A word about motivation for achievement. Though many 
books and articles relate studies of the underachiever. 
achiever, the highly motivated S and the low-motivated S, 
the reader must be cognizant of the fact that patterns of 
achievement motivation can and do change--this change being 
dependent upon development, family phenomenology, goal changes, 
lHeckhausen, Opt cit., p. 4); David C. McClelland, 
ed., "Notes for a Revised Theory of Motivation,~ Studies in 
Motivation (New York: Appleton-century-Crofts, Inc., 1955), 
p. 228. 
2Heckhausen, op. cit., p. 4)­
)Helen B. Green and R. H. Knapp, "Time Adjustment, 
Aesthetic Preference, and Need for Achievement," Journal 
of Abnormal Social Psychology, LVIII (1959), 140-142; also, 
Heckhausen, Opt cit., p. 45. 
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models, and legion other variables.! Hope for and anticipa­
tion of change in the underachiever and low-motivated, then, 
is vital lest the identification of the low-motivated and/or 
underachiever be a hopeless, yes, permanent label of a 
static condition. 
Thus it would seem that the TSP student who academi­
cally achieves would be one who is able to relate meaning­
fully past experiences and future goals to the value of the 
opportunity of doing college work at the present time and one 
who would reveal this ability by use of present time for 
achieving academic goals (2.0 GPA) at the end of the semester. 
Additionally, motivation may stem purely from situational and 
environmental cues (TSP students are placed in a new environ­
ment probably different from home or high school) or it may 
be of intrinsic origin which may reflect a trait (such as 
time competence) of long-term duration as compared to a state 
which reflects the situational cues mentioned above. 
Goal setting. Klineberg has observed that lias the 
individual matures, he becomes willing to envision increasing­
ly distant future events. 1t In a study of twenty maladjusted 
(llserious, debilitating problems") and twenty-two normal 
adolescents, he found future orientation and a greater 
lHeckhausen, opo cit., pp. 141-1621 also Irvin J. 
Lehmann, "Changes in Critical Thinking and Values From 
Freshman to Senior Ycar, It Journal of Educa tion~l Psycholof)'y I 
LIV, 6 (196J). J05-J15. 
29 
proportion of present references among the ten things the 
normal aaolescents had recently thought of or spoken about.! 
One of the keys to college success is the establish­
ment of goals. The establishment of goals implies at least 
some degree of focus on the future. Goals, in order to be 
met, must appear to the student to be "worth it," and must be 
perceived by the student as attainable in the future as a 
2
result of hard work in the present. Goals often imply de­
lay of gratification. Many underachievers have difficulty 
placing a premium on getting a better reward at a later date. 
Today's satisfaction may be perceived as more enticing. Goal 
setting may be quite unrealistic. Either a goal is set 
impossibly high or so low that reaching it would provide very 
little pride. As stated earlier. the lofty goal of one who 
is time incompetent usually lacks intermediate steps which 
would lend a more realistic approach, further evidence of a 
time perception deficiency.3 
One reason for the underachiever's failure to set or 
achieve goals is. his tendency to procrastinate; his lack of 
appreciation of the worth of today in terms of what can 
lKlineberg, Opt cit., p. 191. 
2Robert W. Pitcher and B. Blaushild p Why College stu­
dents Fail (New Yorkl Funk and Wagnalls, 1970), p. )8; John 
E.Teahan.- "Future 'l'ime Perspective, Optimism, and Academic 
Achievement," Journal of Abnormal Psycholo,gy, LVII (1958). 
379-80. 
3pine , Opt cit., p. 54; also Wellington, op. cit., 
p. 36. 
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realistically be accomplished. 
People with strong achievement motivation generally 
are self-confident individuals who are at their best 
taking personal responsibility in situations where 
they can control what happens to them. They set 
challenging goals demanding maximum effort, but goals 
which are possible to attaint they are not satis~ 
fied with automatic success that comes from easy 
goals, nor do they try to do the impossible. Time 
rushes by them and causes mild anxiety that there 
won't be enough hours to get things done. As a re­
sult they make more accurate long-range plans than 
people with less achievement motivation. They like 
to get regUlar, concrete feedback on how well they 
are doing so that their plans can be modified 
accordingly. They take pride in their accomplish­
ments and get pleasure from striving for the chal­
lenging goals of excellence they set. 
One of the currently popular wall posters that can be 
found for sale would seem to be particularly relevant to the 
procrastinating, time-incompetent (and underachieving) stu­
dent. It depicts a man looking at a calendar of today, with 
a time bomb sizzling behind him. The caption reads, "Tomorrow 
is often the busiest day of the week." 
ImpUlsivity. At the opposite end of the continuum and 
almost paradoxically. an underachieving student may be found 
to be quite impUlsive. Davids and Sidman, in an effort to 
test the theories of development and familiar beliefs con­
cerning the motivational dynamics of academically successful 
and unsuccessful students, compared the two groups ons 
lAlfred S. Alschuler, Diane Tabor. and James ~clntyre, 
Teaching Achievement Motivation (Middletown, Connecticuts 
EducatIonal Ventures I Inc., 1971). p. 6. 
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(1) impulsivity and ability to control and inhibit responses, 
(2) accuracy of perceptions and judgments of time passage, 
(3) degree of "present ll orientation, and (4) ability to de­
lay gratification.! The two groups were matched for intelli­
gence but opposite in their plans for or against college en­
rollment and vocational choices made or undetermined. 
Following a battery of experimental procedure which included 
mazes, story completions, time lapse estimation, and situa­
tional choice-making, the high-achieving group was found to 
be (a) less impulsive and better able to control responses in 
a situation which required motor inhibition, (b) more future­
oriented in their fantasies, (c) less concerned with immediate 
gratification, and (d) better able to establish goals for the 
future. The underachieving student surely cannot be accused 
of devaluing the present. Indeed, he may treasure it highly. 
Rather, it is the way in which he values it as opposed to the 
achiever's appreciation for present. The underachiever sees 
it in terms of short-range pleasure to be gained now (unless, 
as mentioned earlier, his underachievement is dependent only 
upon situational cues, such as pressure from parents), whereas 
the achiever sees it in terms of opportunity to work for the 
2
accomplishment of a goal to be reached--tomorrow. 
lDavids and Sidman. op •. cit., pp. 170-174. 
2Taylorp Ope cit •• p. 80; also Wellington, Ope cit. p 
pp. 68-69. 
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Anxiety. It would be easy to scorn the low-motivated. 
unsuccessful student were it not for the fact that he is 
often self-disparaging already. He is often so guilt ridden 
that he may continue to gratify his immediate desires in an 
effort to "forget." only to wake up the next day full of 
guilt once again. The feeling of guilt is,/of course, a 
negative assessment of onels past behavior which, by defini­
tion, suggests a preoccupation with time past, to the exclu­
slon and/or confusion of the value of present and future 
time. 1 
Anxiety, according to Webster, is "painful uneasiness 
of mind over an impending or anticipated ill. 1I2 Krauss and 
Ruiz of the University of Kansas School of Medicine define 
anxiety as that which IImay be conceptualized as a time-related 
construct involving sUbjective experiences occurring in the 
'present' and the anticipation of events wh~ch might occur in 
the1future'.n Their findings are that differences in anxiety 
level are reflected in differences in temporal perspective.) 
lTaylor, Opt cit., p. also Pitcher and Blaushild. 
Ope cit., p. 125. 
2websterts Collegiate Dictionary (5th ed.; Springfield, 
N;ass.~ G. & C. Rcrriam Co., Publisher, 1947)· 
3Herbert H. Krauss and Rene A. Ruiz. "Anxiety and 
Temporal PcrsDective," Journal.of Clinical PsycholofIY, XXIII 
(1967). L~5'+ I also James1 1 • \'/ebb and Barbara S. Il.eyers, De­
yg).opment Af}OC'ctS (d.-f 'rf:'JDPoraLJ2l:ism:kEltj,on inAd.oJ~e;)cenj;f2. (Bethesda, Kd'i ERIC Document Reproduction ~ervlcep Aprll, 
1972) • 
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The underachiever, though he may be poorly motivated, 
is often anxious, possibly because he is fearful of failing 
to reach his unrealistic goal or because of his awareness of 
continued procrastination. For whatever reason, anxiety in 
the underachieving student may point to a time orientation 
which is out of balance. 
It would appear from this review of the literature 
that a concomitant of underachievement is a distorted time 
orientation. Hence, the measure of a student's time compe­
tence may be a predictor of success in the TSP through the 
first semester of enrollment in the University. 
Inner-Dlrectedness 
The extent to which a student is self-directed, per­
ceives himself to be able to make good decisions and accepts 
responsibility for his own actions may be the extent to which 
he is a success in college. This, of cours~, is not to sug­
gest that he should not value others and their suggestions, 
but if one accepts Rogers' concept of the self-actualizing 
tendency, then it is reasonable to assume that inner­
directedness may best facilitate growth and success for that 
person, whether or not it be in the academic realm. 1 
~velo'pmental ~hase. There is a relatively large 
lCarl Rogers, On Becoming a Person (Bostonl Houghton 
Mifflin Co., 1960), p. 351. 
)4 
body of evidence which suggests that the less cognitively 
mature person is one who anticipates negative outcomes, and 
thus perceives the outcomes as having happened lito" him 
rather than being caused "by" him. Indeed, he fails to be 
directed by his own will to the extent that outcomes may be 
determined by others.1 
The under-achieving student tends to feel that the 
only way he can succeed is by being told what to do and by 
being "pressured" to do it. 2 In general. whether toward 
teachers, parents or peers, he exhibits a belief that others 
have better ideas for him than he has for himself.) McKenzie 
used the MMPI scales to differentiate between underachieving 
(those whose GPA's and measured ability were discrepant) and 
achieving students. He found that underachievers tend to 
externalize conflict. to be impulsive. to lack long range 
goals. and to depend for guidance on the standards of others. 4 
It could be argued that if an underachieving student 
chose as a model or leader a student who is an achiever. the 
1H• I. Day, D. E. BerlJ~et and D. E. Hunt. Intrinsic 
Motivation: A New Direction in Education (Toronto3 holt. 
RInehart and \Vinston of Canada, Limi ted I 1971). 
2wellington, Opt cit., p. 62. 
3Raph • Opt cit •• p. 30. 
4J • D. f.-:cKenzie. Jr. p "An Attempt to Develop Minnesota 
~ultiphasic Personality Inventory Scales Predictive of AC3­
demic Over- and Under-Achievement." Dissertation Abstracts, 
XXII~ 1 (1961). 632. 
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underachiever might be expected to achieve--that this flother­
directed" person could become an achiever by virtue of his 
dependence on the achiever. However, the hope would have to 
be that the association was of long enough duration to allow 
the underachiever to internalize some of the modeling be­
havior that results in achievement. 
In a study by Shaw and Black, achievers and under-. 
achievers matched for I.Q. were compared for responses to 
the Rosenweig Picture-Frustration StUdy.l Content of the 
responses revealed that "underachievers • • • feel that some 
uncontrollable factors in their environment are in large 
part responsible for what happens to them and who are prob­
ably less capable of directly attacking the barriers which 
2
stand in their way.fl 
Learned behavior. Inner or other-directedness may be a 
learned response.) There appears to be evidence that mothers 
in particular can and do have a measurable influence on their 
1M• C. Shaw and M. D. Black, "The Reaction to Frus­
tration of Bright High School Underachievers,lI California 
Journal of Educational Research, XI, J (1960), 120-124, as 
cited in Raph, Ope cit., p. 32. 
2Raph, Ope cit., p. )). 
)John E. Teahan, "Parental Attitudes and College 
Success,ll Kornrich, Ope cit. '. p. 395: also McClelland, Ope 
ei t., p. 260. 
)6 
children's achievement motivation. Crandall and others1 
have found that achievement motivation is less related to 
early training in self-reliance than to a lesser concern for 
conformity. However. both self-reliance and conformity re­
late to achievement motivation; it is the timing that is at 
issue. The later the self-reliance training. the lower the 
proclivity for achievement motivation and the greater the 
tendency to conform. It must be recognized. however. that a 
combination of early and intensive pressure for achievement 
may prejudice the child against achievement. 2 
Underachievement may be cyclical. One fails to 
achieve because he lacks the assurance that he can succeed 
on his own. and when he fails. he is reminded again of his 
low level of worth. his dependence on others, etc. 3 
Though ir~er or other-directedness may be learned or 
modified. Katz used Rotter1s hypothesis which suggests that 
there are consistent individual differences between people 
who believe in the internal control of reinforcement as 
opposed to external control (other-directed). In a study at 
1V• J. Crandall, 'tI. Kathousky, and Anne Preston, "A 
Conceptual FormUlation for Some Research on Children's 
Achievement Development, I. Child Develooment t XXXI (1960), 
787-797. 
2B• C. Rosen and R. DI Andrade, Ilfl'he Psychological 
Origins of Achievement I\]otivation," Sociometry. XXII (959). 
185-218. 
3'I'eahan, "Parental Attitudes," Ope cit •• p. 395; also 
McClelland, Ope cit., p. 260. 
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the University of Connecticut, in which he observed 499 
introductory psychology students in classroom behavior and 
in course credit outcome. he found that those students who 
were classified as "internals" (inner-directed) had earned 
significantly more credit than "externals." Internals were 
reported to view their academic results as contingent upon 
their own efforts, whereas externals were not inclined to see 
their actions as having effects on their success or failure. 1 
The assumption that dependence on self (inner­
directedness) is a trait which can be developed further by 
parental attitudes and training may offer a fairly negative 
possibility if the student has parents who do not foster 
independence and initiative. However. if behavior can be 
learned. perhaps it can also be unlearned with behavior sub­
stitution. Nikelly has suggested that underachievement may 
well have dependency as its etiology. He has suggested that 
an awareness of the degree to which he is dependent (other­
directed) may be the foremost step toward its amelioration. 
A standardized measure (in this case. the POI) could provide 
2the necessary evidence for the underachiever. 
1Harley A • Katz and others t Internal. VB. External 
Cantral ang.-2'wo J~xamplos of Classroom Heli:JV ~or (Be~hesda. r.~d. 
EHIC Document lteproduction Service p ED 054 1+76. 1907)· 
2Arthur G. Nikelly, '''rhe Dependent Adolescent p II 
AdglQscence p VI (Summer, 1971), 139-144. 
I 
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A positive suggest.ion from Lindgren's book, The 
psychology: of College Success--A Dynamic Approach, is that 
college does tend to change students in rather 
fundamental ways. in the sense that students de­
velop more intellectual interests, become more 
aware of themselves as individuals, and also de­
velop a h~gher degree of autonomy (independence and 
the capac~ty for self-dirertion) than individuals 
who do not attend college. 
This suggestion mitigates the despair of the fatalistic 
educator who may identify an underachiever (a TSP student, 
for example) and feel there is no hope. 
Dependency may be an unconscious effort to gain con­
trol or acceptance from others upon whom the underachiever 
has pinned his hopes for affiliation. 2 As stated previously, 
the other-directed, dependent, underachieving student often 
has a low level of self-esteem, and consequently sees others 
as offering a better direction for him than he could choose 
for himself. (The optimum condition. according to Shostrum, 
is to be self-directive but to value input from others as 
well. )3 
ponformity and Eersu8sability. Achievement is prob­
ably not a concomitant of affiliation. When French gave her 
1Henry Clay Lindgren, The Psychology of CollegeSug­
cess--A Dynar:.ic ApJ2TOach (New Yorks John Wiley & Sons, 
1969), p.' 109. . 
2Nikelly, lac. cit. 
3Shostrum, Opt cit., p. 17· 
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subjects a choice between partners for a task which were 
known for ability on the task but were not liked and partners 
who were liked but whose task performance was unknown, the 
SS with high achievement motivation and low need for affilia­
tion chose the disliked but proficient partner, whereas the 
low aChievement-motivation Sa chose their partners in terms 
of likeableness, with a de-emphasis on successful solution of 
1the task. 
The self-concept may be the key to need for affiliation 
and propensity to conformity--a determinant of inner­
directedness. 2 Horrocks has suggested that the less estab­
lished or secure the self-concept, the greater the need to 
') 
conform.~ The underachiever, already recognized as prepon­
derantly insecure in his feelings about self, can be expected 
to be more vulnerable to peer pressure to conform. Since 
peer pressure often militates with the academic, conformity 
is detrimental to scholastic achievement. In a study of Mid­
west undergraduate's assessment of most valuable gains during 
their college years, two thirds of the senior class felt that 
lElizabeth G. French, NMotivation as a Variable in 
Work-Partner Selection,1I Journ81 of Abnormal and Social 
Psycholo~9 LIll (1956), 96-99. 
2p • E. r,';cGhee and R. C. Teehan, "Conformi ty Behavior 
and Need for Affiliation, It Journal of Social Psychology, 
LXXII (1967), 117-21. _. 
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social development was the most significant, to the exclu­
sion of intellectual development.1 
When college students,who have achieved long enough 
to have become seniors, perceive social growth as more impor­
tant than intellectual growth, the underachieving freshman 
might be expected to place an even greater emphasis upon peer 
group acceptance and conformity. 
Students who have elected to participate in help-
programs such as the TSP must have opted for the program, due 
to at least a temporary desire to achieve. Yet, academic 
achievement, attractive though it may be, is in large part 
contingent upon the extent to which the student is persuaded 
(other-directed) to study in lieu of socializing. 
Students whose main concern is beine accented 
by their friends and acquaintances (social success) 
are less likely to be academically successful than 
are studen1:s who care less about social needs fmd 
more about movin~ ahead in the adult world" The 
latter type of students is inclined to he tadsk- _ 
r~e'spo!'rslD- resp-onsl-ve "'"t'\."LO~t.4.e·U.emd.n.oi~-2ri!o:rl.e:nte-o~" t " l',: e f: ana . . .. .,. ··rl"'" 
of persons in authori t.y. The socially oriented in­
dividual has more difficulty in plannin.g and carry­
i:ntt out the kind of strateeies trzat succeed academic­
ally, partly because it goes against the grain for 
him to ass ffHlCh imDortance to acaderJ'1ic matters and 
p'ar't~l'V~ be-co.use hi.s c>o-nt.i.nu-irt£Sllc.ces.s- in tJle soci::tl 
'iP': . .	 --" ~"', _ '"- . _ ""'" 0field is a built-in source of d1stractlons lor n • 
F:lkrtrler"'rnOl"c t: i t- is t·l1e S{}C 11::1 StlC-cesst.~111 p-er--SO!l Vi/flQ 
provides le{1{lersl1ip· on ~;-herestuderrt;s 
c.o-tnbine· to :res'ist :the d.e-rrtart(is arid B:xp:ectations of 
+t-..-4Y> • ..,,4 •.. '.-. .... 0 ....... L
~Jlc.&,l.. lrl~f ~,r\.~",.... ~~--'L ~- If 
'1
..l..Hor'r""cc op. cit •• p. 248 • 
L ..·	 Ja.rli.s. uPe'rsonE:li ty' C;clr'r'f::lates. of' 
~,} f JotXr--flal .()f' Fe:cr"£~_o·rJf~:<l_i-'tytH 
t 1 i~J'5,3~ ) ~ ~f(9 ~ 
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Janis sampled the susceptibility to persuasion of 78 
male college students at Yale University based upon their 
resistance to' opinion change when asked to communicate a 
persuasive news report, or to listen to one given by someone 
else. He found thatl 
students of low self-esteem were associated with high 
persuasibilityt that "excessive fear of social dis­
approval may give rise to strong facilitating motiva­
tions with respect to acceptance of persuasive com­
munications. Persons who are exceptionally lacking in 
a sense of personal adequacy may have an exception­
ally strong need for approval. When such persons come 
to realize that their opinions are at variance with 
what someone else believes, they may fail to rely upon 
their own jUdgment because of inability to tolerate 
social disapproval. They may tend to be indiscrimin­
antly influenced by anticipations of approval from the 
communicator or fr£m others who are assumed to share 
his point of view. 
To reiterate, the apparent assumption that all under­
achievers have a low self concept and that all achievers 
possess a high one is a generalization that is untenable. 
Though Holland is decidedly in the minority, he nevertheless 
has proclaimed that it is the overachiever who has feelings 
of unworthiness and who worries about the social impression 
he is making. 2 Yet a preponderance of prudent educators seem 
to recognize the probability of a higher incidence of low 
self-esteem among underachievers. 
lJanis, Opt cit., p. 80. 
2J • L. Holland, "Creative and Academic Performance 
Among Talented Adolescents." ~~£naLof Educational 
Psycho1oRY, LII (1961). 136-147. 
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Linton and Graham conducted a study with 52 male sub­
jects in their first semester of college to determine suscep­
tibility to persuasion (opinion change).1 One of the measures 
used was a questionnaire identifying the distinction between 
inner-directed (ID) and other-directed (OD) character, a 
2modification of David Riesman's concept. Important to this 
concept was the recognition that ID-OD refers to an attitude 
or value continuum rather than to a characterological dis­
tinction based upon character mechanisms, patterns of behavior, 
or source of standards or values •••• "3 Sub-scales of the 
questionnaire included the following! 
Subscale A. A hardheaded, practical orientation (ID) vs. a rather global unrealistic interest in 
"warmth" and "sincerity" (OD). 
Subscale B. Work-oriented values such as effi­
ciency, control, competence, and meeting high per­
sonal standards (ID) vs. needs for friendship, popu­
larity, intimacy, group adjustment and cooperation, 
and a responsiveness to social pressure on the basis 
of these needs (D). 
Subscale C. Concern with self, with inner drives 
and preferences which may be unconventional, with 
strivings toward creative achievement and personal 
recognition, and with independence from social restric­
tions (ID) v~. needs for security, social approval, 
participation in the community, and a responsiveness 
toward conformity pressures on the basis of these 
needs (OD). 
lHarriet Linton and Elaine Graham, npersonality Corre­
Ia tes of Pe:rsuasabil i tv." Person~lit' and Persuasahil.i ty I eds •
•J _.__._, . -.. -_. • 
Carl 1& Howland and Irving L. Janis New Havenc Yale Un1­
versity Press, 1966), p. 69. 
2David Riesman, The Lonely Crowd (New Haven: Yale 
University Press, 1950), p. 79· 
3Janis. Opt cit., p. 79. 
SUb~cale D. Concern wi~h ideas and principles, 
as aga~nst people, and an lntellectualized approach 
to hum~n proble~s (ID) vs. concern for people and 
for a?Justment ~n concrete. short-run situations 
(OD). . 
Scores on the general ID-OD questionnaire were com­
pared for each group. Opinion-changers were predicted to 
accept more other-directed values than non-changers who would 
lean toward inner-direction and autonomy. Predictions were 
supported at the .02 level. 2 In summary, the study identi­
fied an opinion changer as one who is apt to be easily per­
suaded, is apt to choose his behavior by external standards, 
to have values that favor conformity, to have a weak and 
immature self-concept, to be unimaginative, and to have a 
limited range of interests. He is not given to self-analysis, 
and dislikes pondering his problems. He is deficient in 
strong sources of self-direction and manages his life by 
valuing and depending on external directives. This descrip­
tion was gleaned from results of a tilting room test, an 
embedded figures test, an autokinetic situation, the Rorshach 
test, and the ID-OD questionnaire. 
The non-changer in the same series of tests was found 
to be less affected by verbal persuasion, to be more mature 
and self-assured, to value SUbjective feelings to a greater 
lLinton and Graham, Ope cit., p. 81. 
2Ibid ., p. 82. 
44 
extent, and to have a desire for independence without an 
accompanying rebelliousness. 1 
Aspiration. The Wellingtons reported a marked rela­
tionship between success of failure in one task and level of 
aspiration in another, if the tasks were psychologically re­
2lated. In that an underachiever may be thought to have ex­
perienced, in general, more failure than successes, he may be 
expected to have an unsuitable level of aspiration. J 
McClelland's extensive investigation of familial milieu, 
which nurtures high achievement motives, found emphasis upon 
development of the child's dependence upon self (inner­
directedness) •4 
Branden's observations have resulted in a somewhat 
sweeping generalization that motivation and the nature and 
degree of a person's self-esteem are natural concomitants. S 
lLenton and Graham, Opt cit., pp. 95-97. 
2wellington, Opt cit., p. J8. 
30rley R. Herron, ~ew Dimens~on in student Personnel 
Ad[!lnistr;:~tion (Scranton: Interna tlonal TextbooK Co. t 1970) t 
p. 1~ 
4David C. l\:cClelland, et al., The Achievement Motive 
(New Yorkt Appleton Century Crofts, i95)~, p. )27· 
5Nathaniel Br~n.de.~, ~he ~SYChO~O~} of se~_f~Esteem (Los Angeles: Nash Publlshlng vO'J 1~70 t p. Vlll. 
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Achievement motivation is directive toward certain 
end results t~at are produced by one's own ability;
namely to ach2eve success and avoid failure. 
Achievemert motivation therefore, is markedly goal
directed. 
Goal-directedness is dependent upon the student's 
orientation for locus of responsibility for achievement of 
goal. The goal in a school situation may be expected to 
differ in degree of realization and in academic or social 
salience, dependent upon the student's propensity for self 
or other directedness. Riesman, Glazer,. and Denny have 
described the ends of the inner-ather-directed continuum. 
The source of direction for the individual is 
"inner" in the sense that it is implanted early 
in life by the elders and directed toward general­
ized but nonetheless inescapably destined goals. 
The inner-directed person becomes capable of main­
taining a delicate balance between the demands upon 
him of his life goal 2nd the bUffetings of his 
external environment. 
• • • Common to all the other-directed people is 
that their contemporaries are the source of direc­
tion for the individual--either those known to him 
or those with whom he is indirectly acquainted, 
through friends and through the mass media. This 
source is of course "externalized" in the sense that 
dependence on it for guidance in life is implanted 
early. The goals toward which the other-directed 
person strives shift with that guidancel it is only 
the process of striving itself and the process of 
paying close attention to the signals ,rom others 
that remain unaltered throughout life. 
1Heckhausen, Opt cit., p. 67· 
2David Riesman, Nathan Glazer, and Reuel Denney, 
"Character and Society," OCcClelland, §tudies, Opt cit., pp. 
260-611 also Herron, Opt cit., p.161. 
JRiesman, Glazer, and Denney, Opt cit., p. 265. 
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Riesman, Glazer, and Denney have suggested that all 
people want and need to be liked by some of the people some 
of the time, but the other-directed person makes this his 
chief source of direction and area of sensitivity.l 
In a study of college women in an introductory psy­
chology course. Gergen, Jones, and Davis found that those 
students were most inflQenced by experimenters whom they per­
2
ceived as liking them. When an underachieving adolescent 
fails again, as he so often does and perceives his parents or 
teachers as disapproving of him, he is apt to turn to his 
peer group--those with whom he feels most accepted--other 
academically irresponsible students. Thus the other-directed, 
affiliative student may be expected to have as his goal 
approval rather than achievement. 
Again, the educator cannot afford to despair when he 
recognizes a student as being other-directed. Rather he must 
find a way to aid the student in setting realistic goals which 
should lead to an increased number of academic successes and 
eventually an upward revision of self-concept and level of 
aspiration. As stated earlier, identifying for the student 
his level of inner or other-directedness may aid him in 
effec t lng· ~"t reV1Slon."" It also m'lay 81." d the TSP admissions. s 
lRiesman, Glazer, and Denney, Ope cit., p. 265· 
21, ~ J K J r;er~en and' K EC'. Davis. IISome
_"',. l'... • ones t \.' • u' to· ...• •. 
Determinations of Reactions to Being Approved or Dls2DDroved 
as a Person. l! Psycho] ogica.l . r;;onogr::tphs, LXXVI, 2 (1962). 
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counselor in determining whether there is a level of ID be­
low which the change in the situational cues of one semester 
would afford sufficient time to change from underachievement 
and other-directedness to achievement (2.0 GPA) and inner­
directedness. 
Self-Actualizatio!1 
The underachiever may have failed to develop the self-
actualizing tendency. Carl Rogers has observed thatl 
the most impressive fact about the individual
 
human being seems to be his directional tendency
 
toward wholenesr' toward actualization of his
 
potentialities.
 
N.aslow has theorized a presence within the human being, 
a tendency toward, or need for growing in a direction that 
can be called self-actualization or psychological health. 
Under this rubric, he sees a pressure for unity within the 
personality} a tendency toward spontaneous expressiveness, 
full individuality" seeing the trilth rather than being blind,. 
Human beings press toward what society recognizes as honorable: 
, 2 
• . If ',' 't'selfishness t goouness. Agalnl tl'us se-L" -actua.d.za1on 
learl H'1'\(-.e A('+u~lidnD" fPendency in Relation to 
tt':otives t to Co~sc i?usn;;s:: ;1;t;~2~!~; S,VffiP?~5.-~~; 0;; ~ot~~a~ 
't.ior~ ( f-icolrlt lty o:f" rclebl~aSl{a rl"""eSS t lYOJ}t -\~O·J..--" j'~-J..t 
--=---y..-. p. if- 4 
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Should be placed on a continuum. It is not an all-Dr-nothing 
entity but rather, its frequency and amplitude may fluctu­
1ate.
Angyal has stated that the organism which is self­
actualizing is moving in the direction of an increasing self 
government, self-regulation, and autonomy, and away from con­
2trol by external forces. Sullivan saw the organism as one 
with forward motion. 3 Horney termed the force to grow as a 
driving one in which the person uses perseverance to know 
4self and to let nothing prevent his growth. 
Though self-actualization is the tendency to become 
all that one can become, the tendency is used only in areas 
of productivity. For example, the capacity for becoming de­
pressed, for recreational vomiting or for other such objection­
able feats, is not included in the propensity for self­
actualization. 5 
l~aslow, Opt cit., p. 97. 
2A• Angyal. Foundation for a Science of Personalit (New York: Commonwealth Fund, 19 1 , pp. )2-50. 
3J{. S. Sullivan, Conceptions of :,~odern Psychiatry 
(Washington, D.C.: U. A. White Foundation, 1945), p. 48. 
L} C' If A 1 . (New York.Karen Horney, Response t .)8. . na ...ysls 
Norton i 19'+2) I p. 48. ---­
As Rogers stated, 
As I study • • • I find what seems to me to be a very
significant thing. I find that the urge for a 
greater degree of independence. the desire for a self­
determined inte0ration. the tendency to strive, even 
through much pa1n, toward a socialized maturity, is as 
strong as--no, is stronger than--the desire for com­
fortable dependence, the need to rely upon external 
authority for assurance ••• Clinically I find to be 
true that though an individual may remain dependent 
because he has always been so, or may drift into de­
pendence 'I'd thout realizing what he is doing, or may 
temporarily wish to be dependent because his situation 
appears desperate, I have yet to find the individual 
who, when he examines his situation deeply, and feels 
that he perceives it clearly, deliberately chooses 
dependence, deliberately chooses to have the integrated 
direction of himself undertaken by another. When all 
the elements are clearly perceived, the balance seems 
invariably in the direction of the painful but ultim­
ately rewarding path of self-actualization or growth.! 
However. the theorists who espouse the concept of self-
actualization are not without their adversaries. B. F. 
Skinner, in Beyond Freedom and Di.gnity, proposesl 
To solve the problems of the poor we must inspire 
self-respect, encourage initiative, and reduce 
frustration. To allay the disaffection of the young, 
we must provide a sense of purpose and reduce feel­
ings of alienation or hopelessness. Realizing that 
we~have no effective means of doing any of this. we 
ourselves may experience a crisis belief or a loss 
of confidence, which can be corrected o~l¥ bYzre­
turnin~ to a faith in man's inner capacltles.
u 
Yet, Skinner finds the II inner man, " the autonomous 
man, serves only to "explain" things which are as yet inex­
plicable. 
lMcClclland, StudiQs in Motivation, Opt cit., p. 85· 
2}3. F. Skinner, Beyond FrcC'dom_?nd Di;:~nity (New York: 
Bantom/V intag;e Books, 197"217p. 7· 
--------------
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The fu~ction.of t0e inner man is to provide an ex­
planatlon WhlCh wlll not be explained in turn. 
Explanation stops with him. He is not a mediator 
between past and current behavior, he is a center 
from which behavior em~nate~. He initiates, origin­
ates, and creates and In dOlng so he remains as he 
was for the Greeks, divine. ~e say that he is 
autonomous--and so far as a science of behavior is 
concerned, that means miraculous. 1 
There are reasons, however, for believing that the self­
actualizing tendency is a viable concept. Respect for clin­
ical observations often pale in the presence of data gleaned 
from research. The question is whether psychotherapist's 
notions concerning self-actualization and the inner urge to 
grow and improve is a tenable premise when under a researcher's 
scrutiny. The experiments of Dember, Earl, and Paradise re­
vealed that rats prefer a stimulating enviro~~ent over a 
simple one. 2 Berlynefs studies concerning exploratory be­
havior. curiosity, and play have revealed that organisms pre­
fer a variety of stimuli.) 
R. W. White of Harvard University insists in his 
article on motivation that organisms are not "empty." but 
1Skinncr, Ope cit' t P' 12. 
2','1. N. Dember, R. W. Earl, and N. Paradise, "Hesponse 
by Rats to Differential stimulus Complexity," Journal of 
Comparative Psychology. L (1957), 514-518. 
)D. E. Berlyne, Conf.lict p Arousal, and Curiosity 
(New Yorkl McGraw-Hill, 1960), p. BO. 
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active, directional. and always "up to something.lIl 
Even though the concept of self-actualization may be 
defensible, in order to be scientifically respectable it must 
be measurable and tied to an observable behavior--in this 
case achievement. 
In a study using the Personal Orientation Inventory 
at Oregon state University. LeMay and DOamm found that selected 
freshmen underachievers (determined by SAT scores and college 
first-semester GPA) scored lower on the POI than did aca­
demically successful (2.0 GPA) students. Significant (.05 
or better) differences between achievers and underachievers 
were found on the Inner-Directed (ID) scale and on five of the 
sub-scales. 2 
Robert A. C. stewart. at Massey University. New 
Zealand. with a sample of thirty-one sophomore. junior, and 
senior students, found significant relatio~ships (p < .05) 
between GPA and the Inner-Directed scale and Capacity for 
Intimate Contact (a SUb-scale). As stated earlier, develop­
mental level affects aspects of self-actualization.) stewart 
found that upperclassmen tended to score higher on these two 
tN.. IV. Vlhi te, "j,:otiva tion Heeonsidered I The Cone ept 
of Competence," Psycl101o[~ical Review I LXVI (1959), 315· 
21\~Orris L& Lerv:ay and Vernon J. Damm, tiThe ~ers(:mal 
Orientation Inventorv as a Measure of Self-Actuallzatlon of 
Underachievers, tI ri:ca~-;urement and Evaluation in Guidance, I, 
2 (Summer. 1968)0 110-11~. 
3rt • A. C. SteV!~1rt. "Academic Performance and 9ompon­
ents of Self-Actualization, II Pe!.'.Qf.121'::!8.1. :1nd r-co~tor ~315:·ll1s 
(1968), 26, 918. 
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scales than did the underclassmen. 
In an attempt to determine whether or not increments 
in self-actualization could be tied to different classroom 
approaches, Lieb and Snyder found that all of the college 
students involved increased in self-actualization during one 
1
semester. The "special-nessi' of the classes may have pro­
vided, according to these researchers, the special attention 
needed to fulfill lower level needs and release them for the 
increased level of self-actualization. 
Thus, some studies have shown that self-actualization 
is an observable and measureable entity related to achieve­
ment behavior. 
other Characteristics 
Additional characteristics are a part of a composite 
picture which may be drawn of the underachieving student. 
Gebhart and Hoyt, from a sample of 240 fres,hmen men at Kansas 
state and with the use of the Edwards Personal Preference 
Schedule, found that underachievers score higher than achievers 
on the Nurturanc~, Affiliation~ and Change Scales and lower 
. t 2on Achievement, Intraception, and ConS1S ency. 
l J • Vi. Liet and W. U. Snyder, "Effects of Group Dis­
cussions on Underachievement and Self-Actualization," Journal 
£.f Coun[;eltn,~/ PsychQI.0i::';Y, XIV (1967), 282-285· 
2Gebhart and Hoyt, Opt cit., p. 128. 
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Level of externalism. The underachiever believes in 
magic; he lacks a sense of responsibility. He feels that his 
lot in life is determined by luck, parents, peers, teachers, 
1or events outside his own power. He fails to see that his 
degree of success is directly connected with the amount of 
effort he has made. He often reports that things are "out of 
2his control ll • "How come it doesn't just hit me while I sit 
there?" is his plea.) 
Not only is the underachiever convinced that things 
happen to him. rather than that he makes them happen, but the 
emphasis, so far as he is concerned. is on the "him". Though 
as a parent of an adolescent observed recently that "teenagers 
are notoriously self-centered". adolescent underachievers 
4 
seem to have the edge. 
Wellington quoted one youth in an interviews 
Why should a guy make use of his ability even if he 
had it. For evervbody else? I mean. why should 
you do something iike that? Why should you, if you 
don't know wha t you want yourself? 'Ilhy should you 
make use of your intelligence the way somebody else 
thinks you should? I mean, I think it's something 
l Raph , Ope cit •• p. 186; Wellington, op. cit., p. 24; 
Fine, Opt cit., p. 17. 
2Day , Berlyne, and Hunt, Ope cit., p. 12. 
3wellington, Ope cit., p. 34.
 
4.) 1 . t
hR P 1, 0 p. C l ., pp. 66-67. 
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you should decide for yourself. -- Ii's nobody 
else'! business. What obligation do you have to 
them? 
Greater concern for health is also a marked and char­
acteristic difference in the underachiever. Combined with 
that is a higher incidence of absence from sChool. 2 
Frustration. The "double bind u is the situation in 
which the underachiever often finds himself. When he does 
finally achieve his parents are apt to say, "We knew you could 
do it," or "I told you that if you tried you would succeed." 
Then, if he continues to succeed, instead of getting the 
praise he wants he will be.accused of having been lazy all 
along.) 
Hedonism. "Never do today what can be put off until 
tomorrow,1I would undoubtedly be opted by the underachiever 
in favor of the more common and accepted, IInever put off 'til 
tomorrow what can be done today." Sleep and T.V. programs 
4loom up as enticing alternatives to study. 
Paradoxically, though the underachiever prefers to 
l VJ ell ington, Ope cl t. , p. 24. 
2Heckhausen, Ope cit. , p. 93· 
3Ira Iscoe, "'1 Told You Salt The ~ogical.Dilemm~.of 
the Bright Underachieving Child, II Underachlevement, ed. 1\,1.1 ton 
KornriCh, Ope cit .• p. 175. 
4wellington. op. cit .• pp. 24. 67· 
-----------__2_
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procrastinate in making an effort and completing tasks, he 
displays an irritable unwillingness to delay gratification. 
To him today is for livin~, for pleasure, with little appre­
ciation or insight into the worth of today's efforts in reach­
ing the wished-for status or events of tomorrow. 1 He tends 
to see little relevance of core courses to "his world. 1I 
Inhibitionism. The underachiever dislikes being in 
the academic limelight; shadows offer cover for lack of in­
" 2 h" •volvement and prepara t Ion. T e domInance-achIevement dyad 
has slipped through his fingers. 3 He resists being placed in 
lvlve sl"tuatl'on;4" 11a compe t '~' aead'emlc In fac,t he actua y does 
not perform as well in competition. 5 
Risk-taking is usually studiously avoided. So long as 
challenpe is circumvented, the underachiever reduces his needC> 
to come to grips with his shoddy study habits and lack of 
organization. Typical comments when a risk has been taken 
but failure has occurred are "If I had just studied more • • • 
lwellington, Opt cit., p. 25. 
2Ibid ., p. 59. 
3Robert E, [,r;or:ar, "Gompeti tion o Achievement, and Per­
sonality, II JOUrnal of Counseling Psychology, VIr (1961), 161. 
'i-Fine, Opt cit., p. 54. 
5Heckhausen, op. cit., p. 76. 
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if I weren't so lazy • • if I applied mYSelf.Hip 
When risks are taken or goals are set, they often 
lac}( the student' s consideration of his abilities and the 
likelihood of his attaining the goal. Either the goal is so 
low that there is no chance of his failing to achieve it or 
it is so unrealistically high that it is extremely unlikely 
that he will be able to reach it. He usually fails to set 
intermediate goals and lacks any plan for reaching his goals-­
lang-term or short-term. 2 
Lack of confidence. Heckhausen found in a study con­
trasting successful with unsuccessful students, that achievers 
were more highly motivated and self confident when they set 
an initial goal for a new task for which they did not know 
their performance capabilities.) As Wellington has observed 
success (or failure) in one area affects level of aspiration 
in another. 4 For the underachiever, failure could almost be 
compared to a progressive disease. 5 And for the achiever who 
"expects the best and gets it,ll success accrues to him at 
1Raph, 0 p. c it., p. 187. 
2HeCkhausen, Opt cit., pp. 92-94; also Pitcher and 
Blaushild, Opt cit., p. 2). 
3HeC ]thausen, Opt cit. I p. 74. 
Lr-.j 11' t )8.•It e J.ng on I Ope cit. , p. 
51"ine, Ope cit. , p. 21. 
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1almost every turn.
Level of aspiration. The underachiever has difficulty 
verbalizing any aspirations he may have. 2 Level of aspira­
tion is not only what one says he wants but.also what he is 
willing to pursue. For the underachiever, as stated earlier, 
his level of aspiration may be unrealistically-high, butchis 
level of achievement (what he actually achieves) is too 
often disappointingly low. 3 
Achievers and underachievers alike at times have motives 
for achievement. The achievement motive is considered either 
to be a disposition to approach success or to avoid failure. 4 
McClelland's achievement score has been found to identify 
underachievers by their low scores as compared to aChievers. 5 
Achievers are motivated by the desire for success whereas 
underachievers are motivated by their desire to avoid failure. 6 
1Norman Vincent Peale, The Power of Positive Thinking 
(Englewood Cliffs, N.J., Prentice-Hall, 1952). 
2David C. McClelland, A. Rindlisbacher, and Richard 
deCharms, "Religious and Other Sources of Parental Attitudes 
Toward Independ~nce Training," McClelland, studies_in ocotiva­
tion, Ope cit., PP' 395-6. 
3wellington, Ope cit., pp. 32-33· 
4John W. Atkinson and Norman T. Feather, A Theory of 
Achievement fI'~otivation (New York. John Wiley and Sons, 19(6). 
pp. 13-1 7. 
5David C. McClelland, "N:easuring !'I;otiva tion in Phan­
tasy I The Achievement fi;otive, II 'KcClelland, Studies. in 
Motivation, Opt cit., pp. 401-14. 
6Atkinson and Feather, Opt cit., p. 23· 
---......_----------..
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Self accept~. This isolates other characteristics 
of the underachiever--negativism, hostility, hypercritical­
ness, defensiveness, and anxiousness. 1 These characteristics 
are closely tied to an unwillingness to accept limitations 
in themselves. Emanuel M. Berger, with a sample of fifty-six 
entering college freshmen, demonstrated that these under­
achievers (1) set extremely high standards for-themselves, 
(2) denied wholeheartedness of efforts, (3) believed they 
should be able to achieve at a high level with little effort, 
and (4) were unwilling to risk being wrong, being disap­
pointed, or doing poorly. Berger set out to prove, and suc­
ceeded in determining, that high ability college students who 
are willing to accept limitations achieve at a higher level. 2 
Need for ~pproval. Still another characteristic of 
the underachiever is his penchant for being more easily in­
fluenced and an expanded dependence on others for approval 
and affiliation. Perhaps this is due to his lower level of 
self-esteem.) A chance for affiliation and approval by "hav­
ing a beer with the boys" or spending a full week of pre-final 
1Raph, Ope cit., p. 44. also Wellington, Ope cit., 
p. 59. 
2Berger, "Willingne~s to Accept Limitations," op. cit., 
pp. 14-23. 
)Arthur H. Cohen, "Some Implications of Self-Esteem 
for Social Influence," Hovland and Janis, op. cit., p. 102. 
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time going through "hell week" for a Greek organization as 
one TSP student did recently. This may appear to be attrac­
tive and more immediately' gratifying than any attention he 
would get for foregoing the socializing in favor of assiduous 
study. His state of mind is primarily dependent on what 
others think of him. Consequently the "My Time is Your Time" 
becomes his theme. His time schedule conforms not to his own 
1wishes but to the wishes of his dominant peers.
A very general amorphous sketch of the underachiever 
is, as stated earlier, somewhat awesome and certainly para­
doxical. Following are descriptive of underachievers: 
1.	 Negative relationship with father. 
2.	 Tendency toward passivity. 
3.	 Male tendency toward feminine identification. 
4.	 Physical aggression toward animate objects produce 
feelings of guilt and anxiety. 
5.	 Inability to verbally express negative feelings. 
6.	 Feelings of inferiority and pessimism. 
7.	 Higher incidence of asthma. 
8.	 Fewer outside activities in high school. 
9.	 Low self-concept, low level of aspiration, unhappiness. 
10.	 Self-centered. 
lPitcher and Blaushild, Opt cit., pp. 29-30; Ta~lor, 
Opt cit.! DD. 76-[32: David E. Clarke, ItI(easu~es of.Ach1.eve­
ment and Affiliation rotivation, It Reyiew of J~:ducatl.onal 
Hesear.s:12, XLIII, 1, 41-49. 
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11.	 Dependent. 
12. Lack of self-confidence,
 
13· Activities are mother-dominated.
 
14.	 Hesitant and unrealistic in goal-setting. 
15.	 Short attention-span. 
16.	 Critical of teachers. 
17.	 Denial of whole-hearted effort. 
18.	 More socially than academically-oriented (choose 
college for its social value). 
19·	 Greater incidence in families of involvement in 
professions or business. 
20.	 Unrealistic in choice of occupation. 
21.	 Defensive. 
22.	 Failure to see the relationship between school work 
and future goals. 
23.	 Less interest in reading. 
24.	 Withdraw from competition. 
25.	 Low academic motivation. 
26.	 Poor use of time or money.l 
All of these characteristics are in addition to the 
previously stated propensity the underachiever may have for 
other-directedness. time-incompetence and low self-esteem and 
complacency. The unsophisticated may rush to "fit" the 
l Raph , Opt cit., p. 20; Wellington. Ope cit., pp. 22,
57. 67, 93: Taylor, op. cit •• pp. 76-81; sutherland. Opt cit., 
pp. 388-89. 
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underachiever to each of the preceding characteristics--a 
futile exercise indeed. Rather, the prudent observer of stu­
dents must be alert to the symptoms of underachievement for 
the purpose of aiding the student in gaining direction toward 
self-actualization. 
PREDICTION OF COLLEGE SUCCESS USING
 
NON-INTELLECTIVE VARIABLES
 
Neeg for Tmprovement 
The prediction of underachievement in college is a 
, 
r vitally important goal both for the student and the educator.I 
\ 
Those who have strived to improve methods for predicting of 
college success have been the most notorious "undera.chievers" 
of all. Baird humbly admits that "little more has been 
learned than that past academic performance predicts future 
academic performance. 1I1 Ludenia has observed that. "if 
marginal collegians are to be assisted in achieving academic 
success, different predictive methods must be used than those 
used with the average student. 1I2 Accurate prediction of first­
semester GPA for students in the TSP has proven to be an 
especially elusive goal. 
lLeonard L. Baird, "Prediction of Accomplishment in 
College: A study of Achievement," Journal of Counseling 
PS,ycholop:y. XVI (1969), 246-253· 
2.~ . t d']\rlS -a Lu enla, Academic Predictioll and the I'i;ar,ginal 
S~Ud0l1t (Bethesda, lv;d. I ERIC Document ~eproduction Service. 
ED-045 040, 1970). 
p 
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The traditional Use of intellective predictor vari­
ables (achievement and aptitude tests) has added only a modest 
improvement to predictor formulas.! 
Examnles of Research 
Educators recognize that there is more to prediction 
than history of achievement and aptitude. !v:errill and Murphy 
compared first semester GPA's of students at the University 
of Utah who were predicted to earn 1.5 or below GPA's. Over 
300 freshmen with such predictions were given the Edwards 
Personal Preference Schedule. Those students who failed to 
earn a 2.0 CPA or above were found to be significantly less 
achievemel1t-oriented, more affiliative, and less dominant. 2 
Kunert found that in spite of limited value for accur­
ate prediction, the California Personality Inventory (cpr) 
was helpful in identifying Sa (subjects) who would not do as 
well in college as they were expected to do. 3 Holland found 
the CPI to be a helpfUl predictive tool in predicting fresh­
men grades for a sample of high aptitUde high school seniors, 
I 
I
./ 
~ 
1)-) 'ct E - ' ml P·redI'ction O~ .A.cademic Perform­aVI • LaVIn, .l1e C J ". C ..... 
(New Yorkl Russell Sage Foundation, 1965),p. 21. 
2 .., d ".. ,. ' 1] , T". nale' m "'urcphvLee 1/:. r.;errl.. ana LiD. c .l. 1>,,; I 
Factors and Academic Achievement in College," 
Guidc~nce_tTournnl, XXXV (1957). 518-522. 
"Personality 
Personnel and 
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though the individual scales showed wide variation from one 
1
college to another. Thus it would appear, as Kunert has sug­
gested, that failure to consider the nature of the group may 
be responsible for the lack of success in precision of pre­
2diction. That is, students who had qualified in the National 
Merit Scholarship Qualifying Test would undoubtedly require 
a different prediction formula than would a group such as the 
students in TSF, which includes such a wide range of abilities. 
Although all students placed in the TSP are thought to be 
underachievers at the time of their placement, they are un­
doubtedly underachievers for a variety of reasons. As stated 
earlier, some of them may be underachievers due to situational 
responses such as conflict with parents or having been labeled 
"underachiever" in high school. Reasons such as these would 
not necessarily follow them to the university setting, whereas 
entrenched behavior patterns such as time-i~competence or 
other-directedness might be expected to be a prevailing be­
havior pattern across situations--at home or at the university. 
Not only may measured ability dictate selected vari­
ables to be used for prediction formulae, but different vari­
ables may be significant according to the sex of the student. 
l John L. Holland e liThe Prediction of College Grades . 
from the California Psychological Inventory and the Scholastlc 
Apti tUde 'l'c~=~ t," .J ourn8l of EdlXca tional. FsycholofY, L, 4 
(August, 1959), fJd~i~2. 
loco cit. 
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stroup 1 used a sample of 1938 freshmen (970 female, 968 male) 
students over a five-year period at the College of Wooster, 
Wooster, Ohio, to determine variables by sex which were the 
best predictors. In addition to the Math and Verbal sub­
tests of the SAT, he found the Socialization, Achievement via 
Conformity and Flexibility, scales of the California Person­
ality Inventory (CPI) to be effective (multiple R=.52) in pre­
dicting 2.0 GPA for women~ whereas for men the cpr scales 
which were best predictors were Socialization, Flexibility, 
and Femininity (multiple R=.57). 
Another study using the CPT for the purpose of deter­
mining the worth of scale scores as predictors was conducted 
at Albany state College. This research was conducted with 
high-risk students who, without remedial help, would be un­
likely achievers. Again, significant relationships (.01 level) 
were found between improvement in reading (and subsequently, 
academic success) and Achievement via Independence, Achieve­
ment via Conformity, Intellectual Efficiency~ Responsibility, 
Socialization, and CPI Well-Being. (No mention was made in 
this study of differences by sex.)2 
1Atlee L. stroup, liThe Prediction of Academic Per­
formance from Personal], ty and Apti tude var~ables, II The,~ot~~nal 
.9L Ey.pG·r:iJi1c:Clj;nl Ed~~El·tj:on, XXXVIII t 3 (Sprlng ~ 1970), b )-00. 
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Berger and Suther analyzed results of The Rotter In­
complete Sentence Blank administered to 353 freshmen students 
at western Reserve University in an effort to ascertain cri­
teria which were most predictive of probable academic success 
for freshmen students. Though correlations of grades and 
test scores were low. there seemed to be some basis for ex­
pecting better academic-performance from the better adjusted 
(as measured by the Rotter Incomplete Sentence Blank) stu­
dents.! 
When independence is perceived as self-sufficiency, 
autonomy. or self-direction as opposed to resistance to sug­
gestion or other negative connotations, there appears to be 
a positive relationship between it and academic performance. 
George ' T· 2 comparewod groups a f cand·1 t·lana11helgund t y ad·ffil tted 
freshmen and found that those who were admitted contingent 
upon CPA. were goal oriented and self-direc~ed. In a study 
of underachieving engineering students. Burgess found a higher 
dependency need (as determined by the TAT) than was revealed 
by their achieving counterparts. 3 
1Irving L. Berger and Alvin R. Suther, "The ~elation­
ship of Emotional Adjustment and Intellectual capacltlf to 
Academic Achievement of College Students ,It Mental HyglE:ne, XL 
(1956), 76. 
2George Weigund, "Goal Aspiration and Academic Suc­
cess." PersaTmGl and Guidance -Journal, XXXI (1953), 458-61. 
3E;'1~ra
. 
B1u"·{T.e·
. QC'C! , '........ v ,
 "P:·'er<~on::llit  Factors of Over- and\! L ... ~.) .,.. .".... 
Under-achievers in En" ineering I .Journal of EducatlonalII 
ESYQhoJ:.QCY. XLVII (1956) I 89-99. 
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A measure of the student's appreciation for the pre­
sent and cognizance of its value in terms of achieving goals 
may offer the possibility of worth as a predictor. In that 
goals (academic) do tie present to future, the student who 
can delay immediate gratification, and spurns impulsivity, is 
apt also to be the one who studies and prepares "today" for 
his academic evaluation tomorrow.t Indeed, time-competence 
and inner-directedness appear to have I'lead parts" in the 
drama of school success. Lewin stated, 
How high a person will set his goal is deeply af­
fected by the standards of the group to which he 
belongs, as well as by the standards of the group 
below and above him. Experiments with college stu­
dents prove that, if the standards of a group are 
low, an individual will slacken his efforts and 
set his goals far below those he could reach. He 
will, on the other hand, raise his goals if the 
group standards are raised. In other words, both 
the ideals and the action of an individual depend 
upon the ~rOUD to which he belongs and upon the 
g~als and-exp~ctations of that gioup. That the 
problem of individual morale is to a large extent 
a socia-psychological problem of group goals a~d . 
group standards is thus clear, even in those flelus 
where the person ~eems to follow individual rather 
than group goals.~ 
Precision of prediction may indeed be improved with 
the use of a battery of tests measuring non-intellective 
variables, but admissions officers and statisticians must 
and I'::orale, IIlcoodvdn Vl8.tson, "Time Perspective 
Houghton, MifflinCivilian ~orale, ed. Kurt Lewin (Boston! 
Co., 1942), p. 59. 
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remember that not only is the prediction for the student 
but that his mnrale and his attitude toward higher education 
may be jaded if he is required to take numerous tests for 
such a prediction. Dunham sought to improve prediction with 
the administration of a battery of six tests t yet failed to 
identify more than 50 percent of the total variance involved. 1 
College officials must continue to look for a simple 
means for identifying the prospective successful student 
without simultaneously alienating him from his desire, even 
before he begins his career in higher education. The admin­
istration of a single test appears to be the ideal. The POI 
is a relatively untried test for use as an academic predictor. 
However, its worth for other purposes has already been lauded. 
11·~ '~11 Tl DU1"\ham "Achievement rotiv.ation as P::e­
,ano.eL, . .J' ' , t A "1VS18 II. .c, ,."dictiv p of· Ac~dpmic Ferformance: A ~ultlvarla e .na , 
" ., <.., . ... 'qrII ? (Octoher J The Journnl of ~ducationnl Research, LAv ,~ w, 
19~?JT:'---;7'o:7'2 • ­
CHAPTER III 
RESEARCH DESIGN AND METHODOLOGY 
General Design 
In the fall of 1973 there were 102 students enrolled 
in the Transitional Services Program at Drake University. 
Participation in the TSP included enrollment in 
courses not to exceed fifteen credit hours, preferably ten 
to thirteen hours. Included in this program were Education 
10 (speed reading) and Education 11 (study skills) both of 
which were required and offered one credit hour each on a 
credit-fail basis. English I (composition), a three credit 
hour course, was also required. Weekly conferences between 
the English teacher and each student were-held for tutorial 
purposes. The remaining five to ten credit hours were 
courses usually required of freshmen students in each of 
their major fields of study. 
Two full time counselors offer required, bi-weekly 
individual counseling to the forty students who have been 
assigned to each of them. One half-time counselor required 
the remaining twenty-two to attend weekly group counseling 
sessions. 
At the beginning of the semester, a predicted GPA for 
each student was computed using a formula developed by ACT. 
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Also at that time, the Personal Orientation Inventory, a de­
vice designed to provide two measures, Inner-Directedness and 
Time-Competence, was administered to each student in TSP. 
A post-test using the same instrument was adminis­
tered at the end of the semester. Also at the end of the 
semester, actual GPA calculated on a scale with a maximum of 
four points (4.0) for each student was obtained: OPA was 
based only on courses offering credit hours and letter grades. 
Pearson Produce-Moment correlation coefficients were 
calculated for the total group and for each sex between. 
1. ACT-predicted GPA and actual GPA. 
2. Pre-test scores on each major scale of the POI and 
actual GPA. 
J. Post-test scores on each major scale of the POI 
and actual GPA. 
In addition, a comparison of the pre-test POI major 
scale scores were made with actual OPA to see if there was a 
particular level of scoring on the pre-test below which stu­
dents fail to earn a satisfactory (2.0) GPA. 
Based on the information available, prediction equa­
tions were calculated for GPA using the POI pre-test results 
as predictors. The standard errors of prediction with these 
equations were compared with each other and with that for the 
ACT prediction. 
The research was conducted at Drake University during 
the fall semester beginning August 27. 1973· Drake 
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university is a private institution located in Des Moines, 
Iowa. Approximately 5000 students are enrolled in its eight 
colleges and schools. Founded in 1881, it offers degrees in 
business administration, education, fine arts, liberal arts, 
pharmacy and journalism and advanced degrees in five col­
leges. 
population and Samnle 
Students were those whose qualifications for admission 
to Drake University were unsatisfactory on the basis of regu­
lar requirements but were admitted to a special program to 
determine if they could succeed in earning the 2.0 GPA neces­
sary for admission. 
The sample consisted of 102 such students who were cur­
rently enrolled in the program. Fifty-eight men and forty­
four women with ages between 17 and 20 years of age made up 
the 1973 Fall semester group. The range of the ACT composite 
scores was 11 to 28 for men and 10 to 20 for women. The ACT 
norm group has a mean of 20 and a standard deviation of 5· 
Data and Instrumentation 
Data were compiled from three sources--the Personal 
Orientation Inventory, predicted GPA and actual CPA. 
Personal grientation Inventory. The Personal Orienta­
tion Inventory is a standardized "measure of self­
actualization" with major scaled scores of Inner-Directedness 
The ten sub-scales
and Time-Competence plUS ten sub-scales. 
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contain nine to 32 items taken mostly from the Inner­
Directedness scale. (For a description of these, see page 
9·) The inventory consists of 1.50 two-choice comparative 
value and behavior jUdgments. The Inner-Directedness scale 
is derived from 127 items and the Time-Competence scale from 
2) items. Norms for this test were based on beginning col­
lege freshmen from western and mid-western liberal arts 
colleges. 
Reliabilitx of the Personal Orientation Inventory. 
Test-retest reliability coefficients have been obtained for 
Personal Orientation Inventory scales based on a sample of 
48 undergraduate college students. The Personal Orientation 
Inventory was administered twice, a week apart, to the sample 
with the instructions that it was part of the experiment to 
take the Inventory twice. Reliability coefficients for the 
major scales of Time-Competence and Inner-.£lirectedness are 
·71 and .77 respectively.l 
Validity. of the Personal Orientation Inventorx. 
Shostrom, Fox and McClain have demonstrated that the Personal 
Orientation Inventory differentiates.between groups of sub­
jects nominated by clinicians as actualizing and 
lE. L. Shostrom, Mantia}. Personal 9rientat~on Inven­
{~~~)~s~~ ~~~gOI Educational and Industrlal Testlng Service, 
12 
non-actualizing adults. 1 
LeMay and Damm, in a study comparing achieving (2.0 
GPA) second term Oregon State University freshmen with under­
achieving (less than 2.0 GPA) second term freshmen revealed 
that the Personal Orientation Inventory differentiated be­
tween the criterion groups at the .05 and .01 confidence 
levels .2 
The data consisted of two standard scores for each 
individual on each administration of the test. These were 
in the form of scores for each major scale. 
ANALYSIS OF DATA 
The analysis was conducted through the process of 
correlation and regression. Sets of variables to be consid­
ered for correlation were as follows: 
1. ACT-predicted GPA vs. actual GPA. 
1E• L. Shostrom and R. R. Knapp, "The Relationship 
of the Measure of Self-actualization (FOI) to a Measure of 
Pathology (MMPI) and to Therapeutic Growth,1I American Journal 
of Psychotherapy, XX (1966), 193-202: J. ~ox,.R. R. Knapp.and 
w. B. Michael, IIAssessment of Self-actuallzatlon of Fsychla­
tric Patients, Validity of the POI," Educational and Fa ?ho­
logical Measurement, XXVIII (1968), 5 5-5 9; E. W. McClaln, 
"Personal Growth for Teachers in Training Through Self Study," 
Journal of Teacher Education, XXI (1970), 372-377. 
2Morris L. LeMay and Vernon J. Damm, "~he ~ers~mal. 
Orientation Inventory as a Measure of Se~f-ac~uallzatlon ln 
Underachievers,1I Measurement and Evaluatlon in Guidance, I, 
2 (Summer, 1968), 100-114. 
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2.	 Pre-test scores of the POI Time...Competence scale 
vs. actual GPA. 
3.	 Pre-test scores of the POI Inner-Directedness scale 
VB. actual GPA. 
4.	 Post-test scores of the POI Time-Competence scale 
va. actual GPA. 
5.	 Post-test scores of the POI Inner-Dire~tedness 
scale vs. actual GPA. 
Using each of these pairs of scores, scatter diagrams 
were constructed. It was anticipated that the relationships 
would be linear; the scatter diagrams would either verify or 
refute this assumption. 
If linearity existed, the Pearson Product-Moment cor­
relation coefficient would be the appropriate statistic to 
determine relationships. 
The	 formula to calculate this statistic is as follows: 
NI:XY - l.X,IY 
For prediction purposes, the variable to be predicted 
was actual GPA. Those means which might be used for predict­
ing this variable were ACT-predicted GPA and pre-test scores 
of each major scale on the POI. If the correlations of these 
possible predictor variables·with actual GPA were significantly 
l L• G. Gotkin and L. S. Goldstein, Qescriptiy~ statis­~ic~, Vol. 2 (New Yorks John Wiley & Sons, Inc., 19b5), p. 
1°7. 
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different from zero, a prediction equation was calculated 
for actual GPA for each of the variables whl.·ch.· showed such 
significant correlation. 
Slope and intercept values were determined using the 
following formulas. 
b = N t Xy - (I X) (t y ) 
2N!: x - (I. X)2
 
a :: Y - bX
 
1The regression formula used wasl -Y :: a + bX 
For each predictor variable (ACT-predicted GPA and pre­
test scores of each major scale on the POI) the standard error 
of prediction of GPA was determined. The standard error of 
prediction was also determined for the ACT-predicted GPA. 
Unless the error of prediction using POI major scale 
pre-tests as predictors is smaller than either the ACT-
prediction method error of prediction or the standard devia­
tion of the actual CPA ' St no improvement in prediction 
method will have been found. 
The eventual purpose, then, was to discover the pro­
portion of improvement of either POI variable as a predictor 
of GPA over the standard deviation of the actual GPA or the 
standard error of ACT-predicted GPA. On the basis of these 
comparisons, determination was made as to which is the best 
predictor for this particular sample. 
lGotkin and Goldstein. Opt cit., p. 179. 
CHAPTER IV 
FINDINGS 
At the beginning of the 1973 fall semester at Drake 
University, 97 students in the Transitional Services Pro­
gram were administered pre-tests of the Personal orientation 
Inventory. At the end of the semester, 83 students took 
the post-test. 
The ACT-predicted GPA's and first semester actual 
GPA's were compiled and used for the analyses. The problem 
of the study was to determine whether the use of the POI as 
a predictor of first semester grades would be more accurate 
than predictions based on the ACT prediction method. Pearson 
Product-Moment correlation coefficients were used to determine 
relationships between ACT-predicted and actual CPA, as well 
as relationships of POI major scale and subscale scores 
with actual GPA. 
Table I shows the Pearson Product-Moment correlation 
coefficients for ACT-predicted and actual GPA's for the 56 
males, 42 females, as well as the entire 97 students. In 
terms of the relationships based upon sex, only that for 
males was statistically significant (r=.452 ). It was also 
found that the correlation between ACT-predicted GPA and 
actual GPA was statistically significant for the entire 
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group (r=.317). In every case, the correlat;ons
... were posi­
tive. The significant correlation for the tota.l group may 
well be a result of the relationship for males since the 
correlation of these characteristics for females was 
essentially negligible. 
TABLE I 
CORRELATIONS BY SEX AND TOTAL GROUP BETWEEN ACT­
PREDICTED AND ACTUAL GPAIS 
Males (N=56) Females (N=42) Total(N=98)
 
X 1.469 1·531 1.496 
SD x .21733 .15°87 .19331 
y 2.369 2.130 2.266 
SDy ·79775 .59016 .72261 
r .45170** .09415 .31686** 
SEpred • ·7117 ·5873 
.6854 
X = ACT-predicted GPA Y = Actual GPA 
= standard error of predictionSEpred • 
** = (p <. .01) 
The first null hypothesis concerning the POI is as 
followss The relationship between the POI Time-Competence 
major scale pre-test scores and actual GPA is not greater than 
the relationship between the ACT-predicted and actual GPA. 
The findings concerning POI Time-Competence and its relation­
ship to actual GPA are shown in Table II. No statistically 
?? 
significant relationship between POI Time-Competence pre­
test scale scores and actual GPA was found. Correlations 
for males (r= -.18125) and for the total group (r= -.14033) 
were negative, whereas for females the correlations were 
positive (r=.05), though slight in every case. The magni­
tude of these correlation coefficients is less than the mag­
nitude of the correlation coefficients using ACT as a pre­
dictor, as can be seen by comparing the values of r in 
Table II with corresponding values of r in Table 10 Thus 
this null hypothesis was retained. 
TABLE II 
CORRELATIONS BY SEX AND TOTAL GROUP BETWEEN POI TIME­

COUPETENCE PRE-TEST SCALE SCORES ArID ACTUAL FIRST­

SErIlESTER GRADES 
Males(N=53) Females(N=39) Total(N=92) 
X 150981 15.846 15.924 
SDx 2.92429 2.12180 2.60276 
Y 2·351 2.139 2.261 
SDy .81377 ·59298 ·73239 
r 
-.18135 -.05308 -.14033 
SEpred • .8003 .5921 .7251 
x = POI Time-Competence pre-test scale score 
Y = actual GPA 
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The second null hypothesis concerning the POI is as 
follows I The relationehip between the POI Inner-Directedness 
major scale pre-test scores and. actual GPA is not greater than 
the relationship between the ACT-predicted GPA and actual GPA. 
TABLE III 
CORRELATrONS BY SEX AND TOTAL GROUP BETWEEN POI INNER­
DIRECTEDNESS SCALE PRE-TEST SCORES AND ACTUAL 
FIRST-SEMESTER GPA'S 
Males(N=53) Females(N=39) Total(N=92) 
X 79.189 79.000 79.109 
SDx 9.86653 10.64746 10.14776 
y 2·351 2.139 2.261 
SDy .81377 .59298 .73239 
r .04673 
- .15197 -.02373 
SEpred • .8129 ·5861 ·7322 
x = POI Inner-Directedness scale pre-test score 
Y :c Actual GPA 
The findings concerning POI Inner-Directedness and 
its relationship to actual GPA are shown in Table III. No 
statistically significant relationship between POI Inner­
Directedness pre-test scale scores and actual GPA was found. 
Correlation for males (r=.04673) was positive, whereas for 
females (r= -.15197) and for the total group (r= -.02373) 
Thecorrelations were nerrative, though slight in every case. 
t::> 
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magnitude of the correlation coefficients for males and for 
the total group is less than the magnitude of the correlation 
coefficients for males and for the total group using ACT as 
a predictor, as can be seen by comparing the values of r in 
Table III with corresponding values of r in Table I. For 
females, the magnitude of these correlation coefficients is 
greater (though not statistically significant) than the 
correlation coefficients using ACT as a predictor, as can be 
seen by comparing the value of r in Table III with the cor­
responding value of r in Table I. Thus, this null hypothe­
sis was retained. 
Since the Inner-Directedness sub-scale data were 
available, it seemed reasonable to investigate whether or not 
any statistically significant relationships existed between 
subscale scores and first-semester GPA. 
The findings concerning the relationships between each 
POI Inner-Directedness subscale and actual GPA are shown in 
Table IV. No significant relationships were found between 
any of the POI Inner-Directedness sub-scale pre-test scores 
and actual GPA for the total group. However, Table IV does 
indicate two significant relationships between POI subscales 
and actual GPA, one for females and one for males. Self­
Regard for females (r~ -.33354) was significant at the .05 
level. The negative relationship for females indicates that 
those with higher Self-Regard tend to get poorer grades. 
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TABLE IV 
CORRELA TIONS BY SEX AND TOTAL BETWEEN POI INNER-DlRECTEDNESS
 
SUB-SCALES PRE-TEST AND ACTUAL GPA IS
 
TEST - SELF-ACTUALIZING VALUE (sub-scale) 
Males(N=53) Females (N=39) Total. (N=92) 
'... 
X 19· 377 19.410 19.391 
Sx 2.91697 2.38104 2.6888.3 
Y 2.351 2.139 2.261 
Sy .81377 ·59298 .73239 
r .15852 -.18507 .05291 
SEpred • .8035 ·5827 .7314 
x= Self-Actualizing Value Scores Y = Actual GPA 
TEST - EXISTENTIALITY (sub-scale) 
Males(N=5J) Females(N=39) Total(N=92) 
X 18.830 17·538 18.283 
Sx 3.93082 4.57019 4.23830 
Y 2·351 2.139 2.261 
Sy .81377 ·59298 .73239 
r .13334 -,06159 .07789 
SEpred • .8065 ·5919 .7302 
x= Existentiali ty Scores Y ::: Actual GPA 
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TABLE IV (Continued) 
TEST 
-
FEELING REACTIVITY (sub-scale) 
Males(N=53) Females(N=39) Total(N=92) 
15.151 15·000 15. 087 
2.49149 3·22817 2.81148 
2·351 2.139 2.261 
.81377 ·59298 .73239 
.02752 -.17074 - .04696 
.8135 ·5843 .7316SEpred • 
X= Feeling Reactivity Scores Y = Actual GPA 
TEST - SPONTANEITY (sub-scale) 
Males(N=53) Females(N=39) Total(N=92) 
11.981 11.692 11.859 
2.67819 2.50425 2·59578 
2·351 2.139 2.261 
.81377 ·59298 .73239 
-.01976 -.12822 -.04680 
.8136 ·5881SEpred • 
x= Spontaneity Scores Y ::: Actual GPA
 
.7316 
TABLE IV (Continued)
 
TEST - SELF-REGARD (sub-scale) 
Males (N==53) Females(N==39) Total(N==92) 
-X 12.264 11.821 12.076 
Sx 2.45067 1.99831 2.26892 
-Y 2·351 2.139 2.261 
Sy •81377 ·59298 .73239 
r -.08270 
-.33354* 
- .1417 
.8109 
.5590 .7250SEpred • 
X == Self-Regard Scores Y == Actual GPA *p = < .05 
TEST - SELF-ACCEPTANCE (sub-scale) 
Males(N=53) Females(N=39) Total(N=92) 
X 14.019 14.103 14.054 
Sx 4.10670 3.12709 3.70436 
y 2.351 2.139 2.261 
Sy .81377 .59298 .73239 
r 
-.03471 .08764 -.00103 
SEpred. .8133 ·5907 .73239 
X:: Self-Acceptance Scores Y :: Actual GPA 
TABLE IV (Continued)
 
TEST - NATURE OF ~AN, CONSTRUCTIVE (sub-scale) 
Males(N=53) Females (N=39) Total(N=92) 
, ~. 
X- 11.151 11·308 11.217 
Sx 2.06058 1.83753 1.96019 
y 2.351 2.139 2.261 
Sy .81377 ·59298 ·13239 
r .18970 -.16313 .06918 
SEpred • .7990 ·585° .7306 
x= Nature of Man, Constructive Y = Actual GPA
 
TEST - SYNERGY (sub-scale) 
Mal es (N=5:3) Females (N=39) Total (N=92) 
Sx 
y 
Sy 
r 
6.321 
1.39744 
2·351 
.81377 
.26855* 
.7839 
6.256 
1.11728 
2.139 
·59298 
-.18657 
·5826 
6.293 
1.27992 
2.261 
.73239 
.13470 
.7257 
x::: Synergy score Y = Actual GPA 
4Jl4P& 
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TABLE IV (Continued) 
TEST - ACCEPTANCE OF AGGRESSION (sub-scale) 
Males(N=53) Females (N=39) Total (N:=92) 
-
X 15.226 14.769 15·033 
Sx 2.89988 3.03888 2.95181 
Y 2·351 2.139 2.261 
5 .81377 ·59298 .73239y 
r .01162 -.11977 -.02335 
.8137 ·5887 .7322SEpred • 
f = Acceptance of Aggression Score Y := Actual GPA 
TEST • CAPACITY FOR INTIW~TE CONTACT (SUb-scale) 
Males(N=53) Females(N=J9) Total(N=92) 
X 17·340 16.308 16.902 
Sx 
Y 
3·01881 
2·351 
3·31785 
2.139 
3.17289 
2.261 
Sy 
r 
.81377 
.17245 
·59298 
... 15549 
·73239 
.07249 
SEpred • .8016 ·5858 .7305 
f= Capacity for Intimate Contact Score Y = Actual GPA 
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The second sub-scale which had a significant relation­
ship with actual GPA was Synergy. For males this relation­
ship (r= .26855) was significant at the .05 level. The posi­
tive correlation indicates that those males who score higher 
on Synergy tend to get higher grades. 
The third null hypothesis is as follows I There is no 
significant relationship between post-test scores of the POI 
Time-Competence scale and actual GPA. 
TABLE V 
CORRELATIONS BY SEX Al\1J) TOTAL GROUP BETWEEN POI TIME­

COMPETENCE SCALE POST-TEST SCORES AND ACTUAL GPA·S
 
lVlales(N=48) Pemales(N=35) Total (N=8 3) 
X 16.146 16.114 16.133 
Sx ),.30048 2.66537 3. 03143 
y 2.477 2.167 2.)46 
Sy .69099 ·56691 .65632 
r -.22727 .19764 -.08587 
SEpred • .6729 ·5557 .6539 
The findings as shown in Table V indicate no signifi­
cant relationship between POI Time-Competence post-test scores 
and actual CPA for males (r= -.22727), for females (r=.19764), 
nor for the total group (r= -.08587). The relationships for 
86 
males and for the total group were negative whereas for fe­
males a positive relationship existed. 
The fourth null hypothesis is as follows. There is no 
significant relationship between post-test scores of the POI 
Inner-Directedness scale and actual GPA. 
TABLE VI 
CORRELATrONS BY SEX AND TOTAL GROUP BET.1EEN POI INNER­
DIRECTEDNESS SCALE POST-TEST SCORES AND ACTUAL GPA'S 
Males(N=48) Females(N=J5) Total(N=8J) 
X 8).458 80.629 82.265 
Sx 10.60902 9.7JaOO 10.28625 
y 2.477 2.167 2.J46 
Sy .69099 .56691 .656)2 
r -.11650 -. 07J55 -.06530 
SEpred • .6864 ·5638 .6549 
x == Inner-Directedness post-test scores Y = Actual GPA 
The findings as shown in Table VI indicate no signi­
ficant relationships between Inner-Directedness post-test 
scores and aotual GPA for males (r=: -.11650), females 
(r= -.07355), nor for the total group (~ -.06530). All re­
lationships were slight and negative. 
SUMWJ.ARY OF FINDINGS 
Compared to the ACT method of predicting first semes­
ter GPA for males (r= .45170 ) neither of the POI major scales 
or any of the subscales showed any improvement. However, in 
terms of predic tion of first semester grades for females, the 
ACT-predicted GPA's had such minimal relationships with 
actual GPA (r=. 09415) that one of the two major scales (Inner­
Directedness) and all but two of the sub-scales (Existen­
tiali ty and Self-Acceptance) were more highly correlated with 
actual first-semester GPA. However, only one sub-scale (Self­
Regard) revealed a statistically significant relationship 
(p < .05) with actual GPA (r= -. JJJ54) • For females in this 
sample t a better predictor of first-semester grades was found. 
Of the 45 correlations run, one correlation reached 
signif'icance for males and one for females. The significant 
correIatien found for males was Synergy vs. GPA. However. 
the reIa tionship was not as great as the ACT prediction 
method and actual CPA. Thus, this sub-scale could not be 
considered a better predictor. However, in terms of first 
semester predic tion for females, one sub-scale, Self-Regard. 
was significantly correlated with actual CPA. Since the 
correlation between the ACT-prediction method GPA and actual 
CPA was not significant, the sub-scale, Self-Regard, as a 
predictor of first semester GFA was an improvement over the 
ACT-prediction method. 
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semester GPA was an improvement over the ACT-prediction 
method. 
No statistically significant relationship was found 
to exist between POI major scale post-test scores and actual 
GPA, thus ruling out the possibility that achievement (2.0 
GPA) is related to self-actualization as measured by the POI. 
CHA.PTER V 
SUMMARY. DISCUSSION, AND CONCLUSIONS 
SUWlNlA RY 
The Problem 
College placement officers cannot predict with any 
degree of' certainty whether or not students in the Transi­
tional Services Program can earn a 2.0 GPA the first semester I 
They want to avoid placing students in another situation 
in which they are apt to fail. To avoid such student 
failure, college placement officers need additional standard­
ized indices for prediction. 
Pitcher and Blaushild believe a relationship exists 
between time-competence and/or inner-directedness and a stu­
dent's predisposition for academic success of failure. 1 In 
spite of this relationship, the currently-used ACT prediction 
method does not use the Personal Orientation Inventory scale 
scores of Time-Competence and/or Inner-Directedness as in­
dices of academic success. 
1Robert vI. Pitcher and B. Blaushild, ~l C91lege 
Students Fail (New Yorks Funk and Wagnalls, 1970), pp. 13, 
38-39 .. 
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This investigation was made to determine whether or 
not there was a statistically significant relationship be­
tween Time-competence and/or Inner-directedness scale pre­
test scores of the POI and actual GPA. If such a relation­
ship exists J its magnitude would be compared to the magnitude 
of relationship between ACT-predicted GPA and actual GPA to 
see which was the better predictor. The probl~m was, then, 
to determine whether POI scale pre.-test scores could be used 
more accurately as predictors of first semester GPA's than 
the ACT-prediction method. 
A second problem was to investigate the relationship 
between Time-:Competence and/or Inner-Directedness scale post­
test scores of the POI with actual GPA to determine the exist­
ence and degree of relatedness between the FOI major scale 
scores (a standardized measure of self-actualization) and 
actual GPA' S 10 
Design and Methodology 
The sample consisted of the 102 TSP students in the 
fall of 1973. Ninety-seven of these students took the pre­
test of the POI and 83 of them also took the post-test. A 
Pearson Product-iv1oment correlation was calculated between ACT­
predicted and actual GPA. Correlations were also calculated 
betweenl POI Time-Competence scale pre-test scores and actual 
OPA's. POI Inner-Directedness scale pre-test scores and actual 
GPA •s. and be tween each of the ten Inner-Directedness sub-scale 
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pre-test scores and actual GPA' s _ Comparison was then made 
of' the magnitude of correIationa between each POI scale and 
actual GPA' s. sub-scale 'scores and actual GPA' s, and be­
tween ACT-predicted GPA's and actual GPA's to determine 
which correlation had the greatest magnitude, and therefore 
was the best predictor of first semester GPA. 
Finding;§ 
Two POI sub-scales were found to have a statistical­
,ly significant relationship (p ( .05) to actual GPA in this 
study. One was the relationship between the Inner­
Directedness sub-scale Synergy pre-test and actual GPA for 
males (r= .26855) _ The other was the Inner-Directedness sub­
scale Self-Regard pre-test and actual GPA for females 
(r= -.,33354)- The magnitude of each of the two POI sub­
scale correlations with actual GPA was compared to the magni­
tUde of the correlation between the ACT-predicted GPA and 
actual GPA - Both or these POI Inner-Directedness sub-scale 
pre-test variables are discussed below separately and the 
results attained are compared to results attained with the 
ACT-prediction procedure variable. /' 
Synergl- Synergy, as described by Shostrum, is the 
abi~ity to see the opposites 01' life as meaningfully related. 
The correlation between the Synergy sub-scale pre-test and 
actual GPA was, as stated, statisticall:y significant (p < .05)· 
In comparison to the statistically significant relationship 
(p 4.01) between the ACT-prediction method variable and actual 
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GPA (r=.45170). however, the Synergy subscale was not as good 
a predictor. Thus use of the Synergy sub-scale offered no 
im.provement of prediction of first-semester GPA for males. 
when compared to the current process. 
Sel f-Regarq. As described earlier t self-regard is the 
ability to like one's self because of one' s strength as a 
person--the characteristic of having "high self worth. U Cor­
relation between the Self-Regard sub-scale pre-test and actual 
GPA was statistically significant for females in this sample 
(r= -.33354). The data revealed that as Self-Regard was lower 
for females. actual GPA was higher. The correlation for 
females between the ACT-predicted GPA and actual GPA was not 
statistically significant (r=. 09415). Thus Self-Regard was 
found to be a better predictor of first semester GPA for 
females I 
DISCUSSION 
Synergy, an appreciation for meaningful relatedness of 
appoai tee, was found to be posltively and significantly re­
lated to actual GPA t S for males in the sample. A requirement 
for the ability to see the meaningful relationship in life IS 
oppoB.ltes may be an "objective approach" to life. Objectivity 
and an unemotional "that's -1 i fe -so-accept-i ttl a tti tude is 
societally nurtured in boys as they grow up. It may be that 
males who deal with the everyday problems in life in an 
objective manner may alE10 see a meaningful relationship 
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oetween assiduous academic effort and good grades. 
Self-Regard, the ability to highly regard self, was 
found to be negatively and significantly related to actual 
OPA's for females in the sample. Perhaps the reason motiva­
tion (in this case, to do well in TSP and ultimately at Drake 
Unive.rsity) was not diminished by a lower Self-Regard was 
actually due to the placement in TSP. As Branden has stated, 
the force behind mativation often stems from a fear of failure 
or from a posltian of defense in the absence of sufficient 
offense or confidence. 1 This may have been the case for women 
in this study. The negative relationship between Self-Regard 
and actual GPA may reflect their having performed well (2.0 
GPA or better). from a position of fear of academic failure 
rather than from a cogni tlve poaltion of academic strength. 
Admittedly, this possibility would require further research 
of the reasons :for motivation and its consequences. 
If' a woman in this sample had been conforming to 
society's expectation of her to achieve in school, she may 
then have already made the effort to do well in school be­
fore arriving at Drake University, yet failed to achieve. 
(Hence, the placement in TSP.) Following this failure to 
achieve, a SUbsequent downward revision of her Self-Regard 
could be expected to have ensued. Left to her own academic 
1 Na thaniel Branden. frlli(~ Psychology: of Self-Esteem 
(Los Angeles: Nash PublishIng Company. 1970), pp. 14~7. 
~eviceSJ the female student in this study might have been ~~_ 
peqted to continue to do poorly or even give up. However, 
d..()llOt of one' s academic ability, self-discipline for study, 
anQ inadequate study skills may have produced a. concorni tant 
~ecognition of a need for outside help. For those in TSP, 
this assistance could come from the special help offered in 
the· speed reading and study skills classes. the tutorial 
approa.ch in the special English I classes, and the supportive 
and motivational aid offered by the TSP counselors. Thus. 
in spite of a feeling of low self-worth, she was able to earn 
an acceptable (2.0) GPA. 
Relationship of Self-Actualization and Grades 
A number of questions can be raised concerning the 
resl..ll ts of this study If academic achievement can be assumedIt 
to be a behavior of a self-actualiz ing person. then it would 
seem that a statistically significant relationship between 
GPA. and POI scale scores., either at the beginning and/or the 
end of the semester, should have existed for TSP students. 
But no such relationship existed. Again, if the above 
assumption were valid then the absence of statistically sig­
nificant relationships between pre-test measures of self­
actualize. tion and actual CPA perhaps should have been antici­
pated at the beginning of the semester for the underachiever. 
Yet the absence of a Bignific~nt relationship continued, as 
evidenced by post-test results. Despite the negligible rela­
tionship between TSP students' Time-Competence and/or 
.~ . ~ 
Inner-Directedn.ess pre-test scores and their actual GPA's. 
their academic behaviors were such that. for the most part. 
they earned GPA • s high enough for admittance. I t would thus 
seem logical to expect a significant relationship to exist at 
the end of the first term. This did not occur. 
The possibility may be that students in TSP. in spite 
of their :first semester academic achievement of a 2.0 GPA I 
lD.ay have been responding only to fear of failure. modeling 
the behavior of achieving peers for the first semester. or 
otherwise have been ugood children" just long enough to be 
adIni tted to the University. In spite of this "academic 
behavior," if any of these possibilities were true, there 
may have been failure to internalize the behaviors required 
of an achieving (and self-actualizing) student. ThUS, no 
significant rela tionship exists between self-actualization 
(Time-Competence and/or Inner-Directedness) and actual GPA. 
possibly because the student had not really been IIhis own 
peraOnl1 during the first semester but was only playing the 
role of one who is self-actualizing. 
CONCLUSIONS 
From the data. the following conclusions were drawn I 
1. The Self-Regard sub-scale is a potentially better 
predictor of TSP female academic achievement than is the 
ACT-prediction procedure. 
2. The POI major scale scores are without value as 
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'P", ... "",+""tors 
J. 
4, No 
of f'irst-semester gradea for students in TSP. 
There is no relationship between a. level of self... 
a-t the end 'of a semes tel" of college work and 
earned during that semester. 
currently-used prediction devices can adequately 
PI'edictcollegiate academic success for both males and females 
whoara marginal students. 
5- For males, the ACT-prediction method remains the. 
'bestavai1able predictor of' first semester grades in the TSP. 
lroElications :for Further Research 
There was no attempt to determine the extent to which 
attitude toward being in TSP prior to or during the semester 
affected the respective pre-test and post-test scores. nor 
the extent to which pride or disappointment in attending this 
particular University affected POI scores or actual GPA; nor 
was an attempt made to determine the extent to which atti­
tudinal social and emotiona.l growth or regression at the end. 
of the semesters compa.red to the beginning affected the rela­
tionships between POI test scores and actual GP/>..,. A copious 
list of similar considera tiona for research could be investi­
gated. 
In addl tic.m to questioning the wartho! the PO! as a 
predictor of' first semester CPA and as a measure of self­
actualization for this sample. those people who design and 
implement plans for the continued and long-term improvement 
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()f~SP may need to ask themselves some different questions. 
One question may concern the value ofTSP as a vehicle for 
l.ong-term academic behavior-change. 
As Astin suggested, knowledge of many variables con­
cerning the student adds to the accurac.y in prediction of 
academic achievement. 1 Though the POI scale scores did not 
prove to be related to first-semester grades, measures of 
other non-intellective variables should be investigated for 
possible relatedness. Those found to be strongly related to 
GPA could be used for refinement of prediction in a mul tiple­
variable predictor, such as the ACT-prediction method. 
Examples of standardized measures of non-intellective 
variables, such as the California Personality Inventory and 
the Edwards Personal Pref'erence Schedule, which have had rela­
tively high correla tion with academic success in other types 
of student groups, could be tested for predictive validity 
In the TSP. 
In view of the fact that knowledge of past achievement 
as a "best predictor" is still far from perfect, some addi­
tional approaches to predic tion seem to be indicated. The 
most difficult assignment appears to be to take a fresh look 
at the entire picture of prediction. To accomplish this, 
there is the need to recognize those variables which come 
1Alexonder Astin, Predlctinf:': Academic Performance in 
gollege {New York, The Free Press;-1971), p. 20. 
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»clQser to identifying the underlying causes of and contribu­
·t:iona to academic success. Perhaps there is a need to look 
at the classroom with its teaching materials and methods. 
The myriad rewards for learning may not be offered early 
enough in the student' s life or may not be sufficiently 
evident to the student to motivate him to achieve academ­
ioally. Perhaps changed societal emphases on reasons for 
academic achievement and an improved academic environment 
will stimulate students to improve their academic perform­
ance. 
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